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INTRODUCTION AND ACKNOWLEDGMENTS

This report constitutes the Final Report for Project LINC and the
third annual report, covering the year 1977-78. Al1 of the quantitative
data that are reported in this document concern 1977-78, unless otherwise
noted. The intent.of this report is to indicate the accomplishments of the
Project within the context of the entire three-year cycle of Demonstration
and Dissemination funding. Consequently, portions of this report are drawn
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Markowitz. Karyn Matonis. Barbara McDonald. Gail Michael, Carly Moreno,
Roberta Pasternack. Susan Phillips, Gerald Phinisee. Mags Quain. Jean Seigle.
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thai.  Jo to Dorothea B. Marsden who was Asscciate Director of the Children's
5chool during the grant period. Her leadership and conscientiousness were
fundamental to the Project's impact and success. Finally. we wish to ac-
knowledae our gratitude to Tufts University and in particular, to the De-
partment of Child Study and to Evelyn G. Pitcher. Chairman of the Depart.-
ment preceding and during the period of the grant. for their willingness to
allow innovation to take place in the Children's School and for their sig-

nificant support for the permanent changes which have taken place in our
program, : :

Samuel J. Meisels, Ed.D
Project Director
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. 2. Direct Service: Classroom Program

a. Rationale. The program at the Children's School represents
an integrated, or mainstreamed approach to educating young children in
open-structure classrooms. The rationale for this program has been
systematically set forth elsewhere (Meisels, 1976; Meisels, 1978); {t will
briefly be reviewed here.

The program at the Children's School has been 1n the process of

development and change for several years. To implement a mainstreamed
© program is, 1pso facto, to work with change. The program objectives must

change to accommodate to the special needs of the handicapped child; the
teacher must alter his or her process of curriculum development and class-
room management in order to accommedate a wider range and greater diversity
of educational needs and experiences; handicapped and non-handicapped
children undergo changes in outlook, expectations and behavior, in the .
process of assimilating to the demands of the progrem and to each other's
needs. This process of adaptation - af assimilatién and accommodation -
1s fundamental to the education of handicapped children 1in hetercgeneous
groupings. Although all education is adaptive in some respect, in the
newly mainstreamed classroom the parameters of this process are laid bare.

In subsequent sections of this report, several of the parameters of this
process of change will be identified. o -

The type of classroom organization utilized at Eliot-Pearson can
be described as open education or open.structure. These classrooms con-
sclously reflect a cognitive-developmental approach to teaching and learning.

-Based on the thought of Dewey and Piaget, this approach has:been explored
and’ reftned by Kohlberg (1970, 1971, 1972),. Kamii (1970, 1972), and others -
n(Anaitasiow and Mansergh, 1975; Kohlberg and Mayer, 1972; Weikart, et al.,
1971). ’ e , : N

: - The -cognttive-developmental model is basically an interactive
approach to teaching and learning. It is distinguished on the cne hand
from maturationist theories (e.g., Gesell) and on the other hand from
environmental learning or behaviorist theories (e.g., Watson, Skinner,
Berelter and Engelmann). The cognitive-developmental view, holds that a

child's development is based on the'types of interchanges that take place
between the chtld and the environment. -

This approach calls for a c§assroom.sett1ng which stresses activity,
experience, and a systematically adaptive role for the child vis a vis his ‘
-environment, his peers and his teachers. These classrooms are not settings
in which children are principally trained to conform to certain patterns of
thought or specific cultural conventions. Rather, education of the whole
child is conceived of as resulting in the restructuring of the child's
patterns of thoughts and interests. In Kohlberg's words,

N
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what ecucation 1s about is the construc-
tion ot an environment in which a child
interacts with people and things in a way
that leads to a transformation in the
structure of his thirking and judgment...
(Kohlberg, 1972, p. 63)

Thus, this approach is actively concerned with the growth,
development, and transformation of the child's internal thought
processes and operations. Anastasiow and Mansergh have noted that
“the critical difference” between cognitive-developmentalism and
behaviorism is "how much beyond the behaviorist the cognitive develop-

mentalist wishes to speculate about the tnternal 1ife of the child"
(1975, p. 311). , -t

. At Eltot-Pearson, we are indeed prepared to speculate about
and develop programs relevant to this "internal life." In our approach,
the affective elements of the child's experience are accorded at least” -
as much attentton as the cognitive aspectsi " In fact, these two realms -
are seen as largely inseparable. Onhe psychologist whose work has
successfully tntegrated cognitive and affective, or personal-social,
development is Robert W. White. His work, which focuses on the concept’
of competence, provides an insight into some of the fundamental assump- .
tions of the prograim at Eliot-Pearson. White defines competence as "an
~‘organism's- capacity to interact effectively with its.environment" (1959,
p. 297). His thesis is that this capacity is acquired siowly. It is
not "given" by maturation, nor is it controlled solely by drives or
- instincts. In White's words, competence ts achfeved through an assimila-
-tion-accommodation pattern directed towards the environment. What this
means ts that a child acquires competence through his activity in the
world -~ through “grasping and exploring, ‘crawling and walking, attention
and perception, language and thinking, manipulating and changing the
_surroundings..." (pp. 317ff). To the extent that the "results" of these
explorations, activities, and manipulations are preserved by learning,

, Ethey bgild up an increased competence in dealing with the environment"
p. 321). c _ _ :

A number of parallels exist between open-structure cognitive- -
developmental theory and White's model.of learning. Both White and the
cognttive-developmentalists emphasize the positive effects of free play
and both make provision for freely structured manipulation of the environ-
ment. They both subordinate the importance of the effects of maturation
and external controls to the child's own: exploration and -control of the
environment, Both approaches concetve of development as evolving from
the child's transactions with the environment as a whole, rather than
from some critical or particular experiences. Also, both would agree
that children explore what they are interested in, and that their interest
1s most effectively aroused and sustained when their actions produce
effects or changes in the stimulus field. -Morecver, since effectance
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motivatton subsides when a situation's possibilities for exploration

have been exhausted, White would concur with the emphasiz in open
educatfon on a rich variety of materials - materials that are manipulative
and matertals that are constdered to be intrinsically rewarding.

At Eliot-Pearson this model has been used successfully 1n our
mainstreamed program. In order to apply the open-structure/cognitive-
developmental model to the education of handicapped children, however,
the typical conception of "open education” has to be modified. Rather
than embracing superficial interpretations of this approach which solely
emphasize the child's freedom of choice, an abundance of materials and
a passive, "facilitating" teacher, the Children's School‘s definition is
constderably more directive and rigorous. The essence of the Children's
Sch001's conception of open education is the interactive relationship
and joint decisfon-making of teacher and child. Many educators assume
a zero-sum situatton when they consider actiwity and control in learning
settings, Elther the teacher takes the {nitiative and controls the .
direction of the classroom or the child. does. To the extent that one
relinquishes control, 1t becomes available to the other. At the Children's
School, learntng 1s seen as ap interactive and additive pracess, in which
both chtidren and teachers participate in framing objectives and imple-
mentational strategies for the classroom.

b. Description of Program. In general, teachers at the Children's
School seek’ to maximize children's interactive experiences within three
broad domains: interactivity with the physical environment, interactivity

with peers and interactivity with adults.

The physical setting in which this program takes place is composed
of a variety of differentiatedilearnfng centers or Interest areas. Among

~ the areas represented 1n most classrooms are the following: sand, water,

painting, collage, blocks, woodworking, plants and animals, math, manipula-
tives, reading, writing, climbing, fine and gross motor activites, dress-up,

- kitchen and snack. Outdoor play 1s also given a great deal of attention.

Classroom time alternates between periods in which children can make choices

for themselves among all these areas, and periods in which children are asked
‘to work at a.specific task or specified location in the classroom. An

objective set by all teachers early in the school year is to teach children
to make choices, . B

The program for all children at Eliot-Pearson is highly individual-
1zed. On the basis of information acquired on each child in standard ways
as well as infomation informally acquired during the process of teaching,

the teacher establishes objectives for each chiid. The-following ten ob-
“Jectives generally receive the greatest amount of attention by Children's

School teachers. Listed in terms of highest to lowest frequency, they are:

1. To develop the ability to express one's feelinas;
2. To increase the ability to make a friend;

oo
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3. To increase expleration and mastery of a wide range

of Curriculum experiences; -

To increase positive inrteractions with peers;

To develop a sense of independence and self-confidence
To accomplish successful separation;

To improve pre-reading and early reading skills;

To establish positive relatvonships with teachers/adults
To increase the ability to attend;

To acquire skills of group participation.

cCLVWE@~NN L &
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A1l children - handicapped and non-handicapped - were engaged
in individualized programming designed to achieve some or all of these
. objectives. In addition, many other areas of development were addresse
ed "1n the course of the year. The program at Eliot-Pearson is not '
deficit-oriented.” Thus, teachers continually seek to expand and extend -
the range of interests and abilities exhibited by children by utilizing
the resources of the interest areas listed earlier. ,

' Given the individualized nature of the El{ot-Pearson program,

~ the daily schedule in each classroom serves only as .a general. framework
for the organization of each child's experjence. The individualized
programs developed for each child provide the major cohesiveness in the
classroom.. A typical morning kindergarten proyram might reflect a sche-

dule such as the following:
9:00 - 9:20 - outdoors
9:20 - 9:30 ~ class meeting .
9:30 -10:45 - {ndependent and small group work time
at interest areas ' :
10:40 -10:45 - clean up and transition i
10:45 -11:00 - quiet time {reading, stories, puzzles, etc.)
11:00 -11:20 - outdeors -
11:20 -11:45 - group time: songs, music and story

Within this framework 1nd1v1dua1vp}ograms are implemented. In Section II1
below, exam?les are given of individual program planning 'and of the formu-
lation of classroom outcome objectives.’

: c. Individualization and Program Planning. Individualization is
a critical factor Tn mainstreaming, as well as a vital element in open
educatinn._/Individualization refers to the practice of developing specific
goals for individual children and specific implementational strategies for
these goals. 'Although the same goals may frequently be held in common for.
several children, this does not mean that all of these children are expected
to learn the same thing at the same time, nor does it mean that all children
are expected to learn in the same way. This 1s particularly the case in
mainstreamed classrooms. Appendix I contains a very sensitive report by a
visitor to the Children's School which captures the spirit of this in-
dividualization. '

o0
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In the open classroom, a teacher cannot claim to be individual-
izing instruction if (s)ne does not have multiple, intentignal ttrategies
for teaching. This {s the difference between individualized instruction
and individual exdperience. The teacher who uses goals for the purposes
of individualization takes the data of personal ar intra-{individual
experience (the child's needs, abilities, moods, l2arning styles, and

history) and uses them %o help the child find a personally rewarding and
productive way of learning, :

Individualization thus plays a fundamental role fn the integrated
program at Elfot-Pearson. Taken as a whole, the structure of the class-
room experience for children with special needs does not differ signifi-
cantly from the structure of experience for non-handicapped children,
Although supplementary services are provided only for special needs chil-
dren, the fact that the program is Individualized means that - to some
extent - all children are treated differently.

The goals and objectives of the classroom program for handicapped
and non-handicapped children overlap. The range of these goals and
objectives reflects the range of interests and abilities exhibited by
the children {n the classroom. However, the actual choice, or vartety,
of different goals or subgoals does not reflect a qualitative differonce
attributable to the mainstreamed program. Within each of the three me jor
domains oy farilies of goals in use at Eldot-Pearson - Personai/Social
- Development, .ognitive Development, Motor Develuopment - the classroom
outcome objective selected Interactively by the teacher may be applicable
to any child in the classroom. As has already been noted, implementational
strategies =y differ widely between two different children even when the
same outcome objective is in use. Thus, the classropm program s concept-
udlized by thé teacher fn much the same, .4ndividualized way for every child.
There 1s no specific classroom.curriculum for handicapped children. Rather,
~in_some respect, every child has a specific curriculum. The charts presented
in Section I!l, that tdentify specific goals and objectives for particular
children, graphically display this educatfonal approach. Also the specific
i1lustrations in the documentation to Se found in the next section qive a
sense of the ievel of {ndividualization and the type of program planning
that takes place in the classrooms. :

d. Documerting the mafnstreamed teaching process. 1t {s a well-
established fEET”EHat’?%YfTE empirical evidence has been collected concern-
ing the effects of mainstreamed programs on young children (cf., Wynne,
et.al., 1975). As a consequence of this sftuation, a number of studies
_reporting on the mainstreaming of young children.are abou' to be published
(Guralnick, 1978).. -

Althaugh the need for valid empirical studies of early childhood
mainstreaming studies must be addressed, 1t is equally important. for practi-
tioners to begin to articulate clearly the constraints and realities entaileq
by mainstreamed classrooms so that research can take place in potentially



effective and successful settings. In this section docymentation af
what actually takes place fn an (ntegrated classrooe will pe presented.

A number of specific adaptations required of teachers working in intéqrates
progratss will be {dentified in each of the followtng qenersi areas; inter-
acttons between nandicapped and non-bdandicapped chttdren, adapting tostruc-
tional strateqtes, and working with parents. fach genera) area to discugsed
in terms of a number of sperific fssues.  These {ssues are critfcal, accors-
ing to our expertence, for understanding bow 3 sainstreamed prograz is
Implemented. From extensive discussion and documenlatfon on the part oof

the Eliot-Pearson teaching staff, several.conciustons regarding each of the
Issues are presented; {n many cases, specific exasples or instances are
gtven as {llustrations. These examples always appear within a double
numeration system in the documentatidn {e.g., 1.3 or 7.5).

S5ome of the issues addressed in_the docunentslion fnclude: how 1o
45515t non-handicapped ¢nildren n learning to accept their handtcanped
peers; helpfng spectal needs children aciept .thefr disabliifitfes; technigues
for talking witn children sbout handicaps; modffications of regular clags-
room teaching techntques with specfal needs children: adapting mwterials to
meet the learning needs of nandfcapped children; new skills for Wity (g
with parents; and, strategies for gaining suaport for zafniiresming from
parents ol non-handicapped. children. "

An additiony] festure of the materfal that foilows 45 they it
provides furlher inforcation about open-structure, matnsireamed ¢lassropns.
while most of the conclusions presented in the documentastdon are ot
dependent on a particylar curriculum structurs, the schoot's approsch to
the yse of space, time, saterfats, and socis} grouptags BEComes more syl
dent in the following pages, '
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—

f

5.2 Later in the school year, when the children were becoming
much more se€lf-conscicus about similarities and differences, it seemed
apprﬁpr1ate,$o help the non-handicapped children begin to think about

the specia¥fgreas which were particularly difficult or challenging for
" them. W& téfked about those things ‘that they needed help with and that

they kney, s could. do better or more easily than they.

it 1t seemed important to directly help them make the”
connection between what thev had isolated as their own “special needs"
- and ™ analogous difficulties and feelings of having a handicap. Ffor
example, "in the same way that it is hard for you, Jamie, to learn to
swim and your swimming instructor is there to help you, it is 41fficult

for Stacey to learn to write, and Janice (her tutor) is trying to help
her, " - - '
{

5.3 To encourage understanding of the impuisive behavior
of a hyperactive child, one teacher pointed out, "Sometimes when you're
angry, you feel 1ike knocking down someone else's -building, too. You
can stop yourself, but Joel 1s still learning to stop himself."

6. Reading books with children about handicaps, differences
and feelings was valuable. It was also important for parents to read
tnese books to their children at home. :

7. Teachers should be aware of children's fears of "contagion”
and their concern about whether "this will ever happen to me."

. 7.1 For a child who expressed fear about piaying with a
special needs child we explained that Stacey was born with a learning

problem, but that another child without this problem could not develop
Tearning problems from playing with Stacey.

8. Identify strengths of special needs children and/}einforce
them in the group. Build curriculum around the strengths, and when
-possible, pair handicapped and non-handicapped children together in
prcjects or activities.

9. Although teachers can develop ways of explairring one child's

handicap to. amother child, the handicapped child must also learn to
.explain his/her handicap to others. It is effective to help handicapped
children learn simple responses ‘to other children's questions about their
handicaps, and then to be available to facilitate a dialogue between

a non-handicapped and a handicapped child. .

10. Treat the special activities of the special needs children
as part of the classroom routine. '

.5\.
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10.1  The entire group comes together at the beginning of the
school day for a meeting. All children get their first assignments
which include tutoring for some children, small group work with adults
and independent play. It becomes accepted by all that sometimes special
needs children get tutors but that all children get something to do. There-
fore, the special needs children are not singled out for their differences.

B. Helping special needs children accept their disabilities.

1. Frequently, teachers will have to clarify for the handi-
capped child that the other children simply do not understand why they
need braces, can't speak clearly, etc. The teacher should help special
needs children begin to feel comfortable talking about themselves and
even calling attention to themselves on occasion.

1.1 Patty, while in 'braces, left her crutches at the other, end
of the room and asked a child to bring them to her. In so doing, the
child began to use them. Patty yelled angrily, "Den't you use my crutches."
When told by the teacher that the child was only seeing how they worked,
Patty said that that child was making fun of her.

: The teacher explained that the child was not making fun,
but trying to figure out how they worked. The teacher went on to explain
that Patty was the only person who knew how they worked. She knew some-
thing others did not know and -perhaps she could show others how to use
them. Patty thought it over and decided she would. She then took over,
saying}iﬁﬁll who want to learn.how to walk with crutches come on over."
She then proceeded to show them how they worked. , ’

2. Reading books with s cial needs children about specific
handicaps is very useful. Makiny books about hospitals and hospital ex-
periences and sharing. these with the class can also help the special
needs child gain perspective on a disability.

3. Talk with children honestly about the faci that some things
are more difficult for them than for other children.

3.1 For Chris, the struggle in relation to his disability
was to help him accept that there were weaknesses in his motoric and
memory abilities which required special help. Although he was willing
to attempt any activity that did not directly challenge those abilities,
he quickly figured out which games and activities were "tutorial® and
and resisted strongly. , :

It might have been possible to disquise things enough
so that Chris never knew that painting with small brushes was aimed at

<8
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improving his motor control - but was instead just a lot of fun - but
it seemed too important for both the speed of his learning and for the
development of a realistic and accepting self-concept that Chris be

able to accept that his disabilities meant some things would be difficult -
-and not so much fun. "

4. The teacher must help the special needs child to value his own |
worth and to respect and utilize his strengths and abilities.

4.1 With one child, we always tried to mirror for him the
strong and capable side of himself. The result was, he learned to talk
more openly about his disability-particularly in relation to having trouble
using his right hand; he was able to say things were hard for him but
continue to persist anyway; he patiently acquired enough confidence in
his skills to try a wide variety of activities; and he could accept more
willingly the somettmes less sophisticated quality of his work.

4.2 One special needs child, Chris, was involved in a pro-
ject with a teacher and a group of other children. They were making
dog houses and the final step was to write the name of their dog on the
house. Chris waited patiently through the invention by others of imagin-
ative and funny names which the teacher helped them to write. When it
came his turn, wary of being embarrassed in front of his peers by what he
must have accepted as poor writing and auditory-visual memory skills, he
confidently chese his own name for his dog-CHRIS-and wrote it without
hesitation on his paper. This ingenious solution - although evidencing
a continued resistance to asking for help - showed his acknowledgement
of a disability in relation to his peers and a resourceful way of coping
with it. It also opened a route for continuing to reinforce for Chris
tre importance of working at skill development.

5. Special needs children can learn how to stand up for them-
seivgs in an argument by modeling the teacher's advocacy and support. o

5.1 With Stacey it was clear that she had internalized some
of the ways in which she was different and disabled, It was important
.for this understanding not to deflate her self-respect. By acting as
advocates for her, and then giving her the words to advocate for herself,
it became not unusual for Stacey, when teased, to respond with “no me not!"
or "yes me can!" without soliciting teacher intervention. It was also
clear that Stacey retained alot of pride in her achievements and appear-
ance and developed the confidence to overcome verbal obstacles fn order
to share that pride. For several months we had a sign up sheet to make
announcements each day. Stacey continually scrawled her name in an .

appropriate space to have the opportunity to announce something (no matter
how irrelevant). :

<9
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- To the entire group, her persistance and patience
were reinforcejand encouraged.

6. Careful work with parents was essent1a1 so that the goals,
strategies and attitudes being fostered in the classroom would continue
to be reinforced at home.

7. Teachers'should try to help special needs children under-
stand and become self-conscious of their behavior so that they can ask

for help when appropriate.

7.1 Danny asked a teacher to take him to the time-out space
because the class was becoming too difficult for him to deal with.

7.2 Scott asked a teacher for a timerfto help him stay at
an activity. _

7.3 One day Ronnie told his teacher, "1 a good boy today
1 no hurt anybody.*" ‘

7.4 Bobby reported "Someday I won't nccd s'tutor‘if I can
learn better." '

: 8. In working with a child to help him/her accept and overcome
a problem or disability, it is critical that the child and teacher not
lose sfght of the child's strengths and areas-of competence.

8.1 The major challenge with Joel was to support his self-
worth as well as to teach him more socially-acceptable behaviors. The
chief classroom goal was to help him develop positive interactions with
teachers and peers and to increase his ability to express strong feelings
in non-aggressive ways. The: instructional approach was to clearly de-
lineate acceptable and unacceptable behaviors. Acceptable behaviors
were rewarded with affection and with. encouragement for Joel himself to
feel good. Unacceptable behaviors were stopped right away in order to
minimize their occurrence. Methods for rewarding acceptable behaviors
included constant recegnition of good behavior: "You know how to share";
"You and Adam are being friends"; "You stopped yourself from hitting.

Now you can use words to talk about the probiem". Methods for stopping

unacceptabie behavior included firm reprimands and .time out in a partwa]]y
enclosed classroom space.

Joel did deve1op 2’ more accepting attitude toward h1m-
self and a friendlier, less defensive -attitude toward other children.
By the end of the year he was testing out a range of statements about
himself with teachers in order to see their reacticn, such as, "I'm
dumb" or "I'm smart now", "I can be the boss here", "I don't have friends"
or "Adam is my friend.". He continued to rely heavily on teachers’ un-
wavering acceptance of him in order to feel good about himself.

Ve
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C. Techniques for talking with children about handicaps

1. Occasionally, a simple explanation of how a child became
disabled will be productiye. Such explanations, however, should occur
as natural extenstons of children's axpressed interests.

1.1 Adam arrived at school with a plastic body of man. He
wanted to give a "lecture” on the human body, and did so. While discussing
the legs he said, "Now, the legs are what make you walk, 1ike this,” putting
one foot in front of the other,"unless of course you're like Patty and

break your legs. Then you can't walk unless they put you in a cast. Then
she could walk."”

) Teacher: “Patty's legs are not broken. Even 1f they were put
in casts, she could not walk. Patty's legs cannot be fixed. They wilil
never work. The only way Patty can walk {s with her braces and crutches,
but her Yegs will never work." Wkhen pushed for further explanations, the
teacher showed the spinal cord on the modei. She explained that the brain
sends messages through the spinal chord to tell the legs what to do. Patty's

spinal chord was broken when she was hit by the truck, so .the brain can send
no message to her ]egs. : -

2. Handicapping conditions should be talked about with special needs
and non-special needs children in observabie, behavioral terms.

2.2 Bobby, who 1s hearing {mpaired, had difficulty sitting or
attending during group time. After observing this, the teacher began to
wonder if his inattentiveness was related to hearing loss. She gave Bobby
a spectal place near her and toid him he needed to sit there because he
would then be able to hear what was going on better.

2.3 To a child with mild cerebral palsy: "Sometimes, it's
difficult to use your right hand, isn't it? It's hard to make 1t work just
the way you want it to. Here, I'm going to help you hold this scissor so
we can help your -hand practice to cut better.”

2.4 To a child with developmental delay: *“It's hard for you
to write these letters. You have to practice over and over. But 100k how
beautiful that “s" looks - you really worked hard on getting that so good."

- When Stacey says "me“go, we respond by asking “Who goes?® She
says, “! go.* - ; ' . . , ’

2.5 Por a child with impulse-control problems: "I kmow it's
sometimes hard for you to say, “I'm angry” and the first thing you want to
do 1s hit. How do you think it makes . feel to get hit? Let's try
to see tf she understands better when you tel] her just how mad i1t makes
you feel." v
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3; Most problems of special needs children that need to be
discussed with other children c&n be talked about in the identical
way that non-handicapped children's problems are discussed.

3.1 “Scott ses the word “me" 1ncorrect}y (e.g., "me do 1t")
so the teacher says "Who did 1t?" and Scott usually respends with a smile
“I did {t." There {s no discussion of why he makes this mistake. In other
cases where Scott does not understand what's going on, the teachers tell
other children that sometimes 1t 'is hard for Scott to understand.

3.2 W¥hen Ron starts to take a toy from another child the
teacher says, "I know 1t's hard for you, but you must use words The
teacher says the same th1ng to other children.

3.3 HWhen Bobby cannot make himself understood, his teacher
says, “I know 1t's hard for you, but say it again a 1ittie siower." The
teacher tells other children that it 15 sometimes hard for Bobby to talk.

4. Hith physical disab111t1es it 1s 1nportant that explanations
and . -baltfzations are tnitiated at a very personal level, That 1s, the
signivicance of the disability from the child's point of view should be
constdered first. Then, issues relating to therapy, prcsthetics, aids,
etc. can be introduced.

4.1 Michael's handicap, cerebral palsy, was physical and
visible. At the beginning of ‘the year, discussions with Michael about
his handicap dealt more with the limitations of having cerebral palsy than
with the specific details of the handicap. We helped Michael to tell
~ other children why he needs a walker (™Ry legs aren't stiong enough
for walking. I need my walker to help me walk."); to insist that his
walker was for his uses only; to set l1imits with other children when
playing rough games; to ask for extra help when he needed it; and to
express feelings of anger and frustration when he fell over unexpectedly
or was left behind. .Gradually we began to talk more specifically with
Michael about the treatment procedures he received weekly - physical
therapy sesstons, the transition from a hip brace and full leg supports
to a heel to knee support to leg braces and crutches and discarding the .
walker. Michael responded positively to these objective discussions of

his disabiitty; and other children shared constructively in these dis-
cusstons also. N

5. With some handicapp1ng conditions, it 1s 1mportant to create
opportunities in the classroom for socio-dramatic play, so that both
special needs and non-special needs children can "try ocut" an 1nherent1y
frightentng situation 1n a safe and controlled environment.
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5.7 Kevin's handicap, major surgery to remove a brain tumor,
was physical and invisible. Kevin had no surgery during the school :
year, but was 1in and out of the hospital for blood transfusions and be-
cause of {llness. We did not talk with Kevin directly about the nature
of his 11lness, but we did provide many opportunities to talk about
doctors, hospitals, being sick, being small, being weak, and feelings
of loneliness, anger, and fear. Discussions occurred regularly though-
out the year, initfated by Kevin or teachers, or stimulated by school
events, such as Kevin's recurring hospitalizations and separation
problems, the hospitalization of another child in the class for surgery
and the presence of a child in the class whose father had died. Many
opportunities were provided to play out doctor-patient-hospital themes
using doctor props and a "hospital® set up. Kevin responded to dis-
cusston and stories and play props, but he was never preoccupied with
these things and seemed more interested 1n the normal activities at
schoel. Other children joined in the discussions mentioned above.

6. With acting-out and aggressive children, 1t is important to
clearly distinguish between - the child's feelings and the child's in-
appropriate expression of those feelings ‘ '

6.1 It was difficult to talk about Joel's disabilities,—

which included problems 1n all areas of development, with Joel or with.
other children. Our approach was to make instructional and- therapeutic
statements about Joel's specific behaviors or our perceptioas of his
feelings rather than about the nature of his disability as a whole.

The biggest problem area for Joel at school was his lack of control over
angry feelings and impulsive aggression. . In talking with Joel, we ack-
nowledged and accepted his feelings, out not his out-or-cohtrol ways of
expressing those feelings. - We assured him that teachers are in control
in: the classroom, that they can help him express and learn to control

difficult feelings, and that they will keep him safe. Representative
statements tnclude:

_ ' "You feel angry because Adam took your car. It's all
right to be angry, but you cannot hit. You have to use words to talk to
Adam. Teachers will help you", or 1f a teacher intervenes soon enough,

"You can stop yourself from hitting. Use words. Say,
I'm mad. I had that car!'® : ‘ :

In addition to setting clear iimitsvon Joel's behavior,
teachers. assured him repeatedly that he €an learn to behave appropriately.

7. Non-handicapped children most frequently notice those dis-
-abling condttions of special needs children that are particularly visible
and dominant in the classroom. Whenever possible and productive, non- -
handicapped peers should be involved with the behavior management programs
being implemented 1in. the classrooms to help these children,

&
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7.1 HWe talked with non-handicapped children about Michael's
handicap in the same way that we talked with Michael. The only differences ,
were to assure other children that the condition had existed from birth,
that it was nefther contagious nor painful, but that Michael's equipment
was not a toy and was no privilege to have to use all the time. We were
able to obtatn an extra walker so .that other chiidren could satisfy their
curiosity and allay their own fears by trying it.

. 7.2 Other children in the class overhear and learn from the
teachers' interventions and discussions with Joel. They know when Joel is
having a hard time and that teachers are taking care of him and keaping
everyone safe. They need to hear realistic statements about Joel's diffi-
culty controlling himself, expressing his feelings in acceptable ways, and
learning new things so that they do not feel overwhelmed by his acting-
out behavior. -They need to learn some tactics for responding to Joel's .
behavior - telling him to stop with support from a teacher and expressing
their distress when he takes advantage of them.” Only when other children
feel powerful enough to stop him and to tell him how they feel can they
stop being afraid or defensive and develop understanding and compassicn;
This 1s also an ideal learning situation for Joel.:

D. Strategies for dealing with incidents of scapegoating.

1. The teacher can often reduce scapegoating of a special needs
child by providing specfal help to that child. Helping a child appear

well-organized, interesting, and appealing to others often attracts positive
attention from other chiidren. ‘ . :

2. The child who scapegoats often needs as much help from the teacher
as the child who 15 scapegoated. Although the teacher must first limit all
unsafe physical or psychological (i.e., usually verbal) abuse it is important

to find out what motivated the child to scapegoat.
3. The classroom must be kept accessible to all children.

3.1 Sometimes when an activity is a part of the classroom it
feels comfortable to say that the opportunities belong to everyone equally
and {f they can't share it they have to leave.

3.2 If children reject Joel without immediate cause, saying,
“We don't want Joel to play here," a teacher can support Joel's ability to

partictpate constructively, saying, “Joel can listen to what you say. Tell
him how to play with you." . X

- 4, Amild form of séapegoating‘sometimes occurs in the process of
children finding out about a special needs child's strengths and weaknesses.

4,1 Occasionally, children would make inaccurate asSessments

34
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of Michael's capabilities, stating that "Michael can't 1ift things";
“Michael 1s always the last“; "Michael can't climb the ladder." Some-
times these statements were made as friendly observations, and sometimes
they were tntended as provocations. The problem was always settled by

turning to Mtchael as the final authority and supporting Michael 1n
answering honestly. '

5. Sometimes, the special needs child must change his/her behavior
- in order to prevent further rejection by other children.

5.1 1If children reJect Joel because he is behaving aggressively,
1t 1s Joel who must change his behavior, not the other children. The follow-

ing responses might be used, depending upon the explosiveness of the situa-
tion:

1) Removing Joel and 1ns1st1ng: “Joel, when you hit. they don't
want you to play "

2) Stopping © Y from hitting and 1nstruct1ng the other child,
“If you t¢ Joel to stop, he can listen."

3) Intervening and monitoring the confrontation between the
two children, saying, “Joel, we have a problem: Davig is
very sad because you broke his building. What can we do

about this?" and supporting a resolution of the conflict
for both children.

"6. In cases where children encourage a special needs child S nega-
tive behavior, or respond with glee when he is disciplined, they must be told

firmly and resolutely to stop Respect for individuals is the prime classroom
value. S

E. Examples of special needs children serving as positive role modelsi

1. Most 11lustrations of instances where special needs children serve
as positive role models for other children are common classroom situations in
.which children responding well to each other or to school routines are praised

and used as models of appropriate behavior for other children. There is no
difference in quality or content of many of these examples of positive behavior

model1tng that involve special needs children than paraliel examp]es involving
non-spectal needs children.

1.1 For.example. if Joel attempts to comfort a child who feels
sad, the teacher might point out, "“Joel is trying to help you because he
knows you're feeling sad. He brought you a flower." Or if Michael is sitting
quietly at meeting, the teacher might stress, "Michael knows how to listen to
a story. Bruno, can you sit quietly 1ike Michael?" Or if Kevin is sharing
a classroom material in a cooperative manner, the teacher might comment.
"Kevin ts passing out playdough so that everyone can have some.

o
(Vg
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1.2 Chris could ride a two wheeler well - something that
was valued by other children. He gained a leadership role in trying to
show others how 1t was done.

- 1.3 Stacey was attentive and cooperative and eager to volun-
teer to help. She was often a model of the kind of participation that
helped us get thimgs done better.

1.4 David was soph1$t1cated in music and 1n the use of

musical equipment. He was often put in charge of helping others use the
equipment and he handled this responsibility well.

1.5 Often special needs children would cook things in their
tutoring sessions to share with the rest of the class or they would be
allowed to tnvite other chiidren to join them in their sessions. This
made them highly sought after.

. 1.6 Sherrie was a powerful, physically active child who
acted as a positive model for Eddy who was cautious in his gross motor
development snd social overtures. She also stimulated the group to be
more -experimental motorically. She was two years older than twelve of
the children in the group and demonstrated a real nurturing behavior
which others appreciated 1f not directly emulated. '

2. Spectal needs children will somet1mes'd1splay unusual leader-
ship abtlittes with other special needs children.

: 2.1 Michael helped Kevin to feel comfortable 1n our class by
-responding tn an accepting, good-natured manner to Kevin's overtures of
friendship. (Kevin was originally attracted to Michael because Michael
had a walker 1ike the one Kevin had used following surgery.) Michael

s clieerfully included Kevin in his tutoring experiences and often encouraged

Kavin to come into the:classroom at the start of the day or to join him
in play instead of "sitting around." Michael's friendly attitude toward
Kevin was also evident 1n his relationships to other children in the class.

By the end of the year, children commented out loud, “Everybody likes
. Michael," or "Michael 1s everyone's friend."

v
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1. Aeapting instructional strategfes

A. Modtfications of regular classroom teaching techniques for
children with special needs,

1. The instructional objectives used with most mildly and
moderately handicapped children are similar to those used with non-
handicapped chtldren. Modifications have to be made in the methods
or activities by which these objectives are achieved.

1.1 More repetition;

1.2 Greater teacher iatervention, including explictt
and detatled instructions, follow-through, clearly defined 1imits, fewer
choices or alternatives;

1.

(&%)

Classroom spaces that are ciearly defined and separate;

1.4 More positive ego reinforcement and encouragement;

1.

7/

Participation by specialists,

w

2 In many cases, the efféct of a successful modification of

teaching siyle may lead to the special needs child being treated no differ-
ently from other children.

2.1 An example of the way in which a strategy for achieving
the common social-emotional goal of learning to resolve conflicts with
peers may be different for special needs children follows. A disturbed
child with poor impulse control needs to learn to use words to resolve
conflicts with peers - just as any other child; however the physical and
verbal interventions used by teachers with most children may not be suffi-
clent to teach appropriate conflict resolutfion skills to a disturbed child.
The disturbed child may need the task broken down into less complicated
steps in order to acquire the skill, as in the sequence below:

a. Disengage child. Focus on disturbed child first.

"No hitting." Remove from scene. Return to nelp
other child. :

b. Disengage child. Focus on disturbed child first.
"No hitting. Use words. Say, 'l want the car.'"

Allow-play to continue when other children are calm
again. }
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D. 'Examples of materfals that were adapted to meet the learning
~needs of spectal needs children ‘

1. Most of the materials in a mainstreamed classroom are
fdentical to those materials used in classrooms without special needs
children. In some cases the actual materials are adapted to accommodate
to special learning needs. Frequently, it is not the materials which
are modified: rather, the method of presenting and-organizing the materials
for the child's use is changed. Moreover, in working with children who are
at significantly different developmental levels, the same materials may be
used, but used to solve different problems. '

- Examples of the adaptation of a number of standard classroom
- materials follow: - : :

A
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How Adapted

30.

For What Purpose

!
3

a

.10

Pi{ano

Drums

Lotto

ngo ’

Co]or'CubeS

Picture to
accompany
name tag.

“Blocks

" Blocks

Sand

Sponges and
cloths

technique was re-

simplify the task

color coded rather.
than number coded

proper drusming

quired rather than
just banging

- class had to match
‘whole name and state
beginning sound

- special needs child
had to identify
name of beginning
letter

- show storage - allow
only a few to be
taken - define work-
ing space - define
job to be done

- more eiementary. or
primary, goals
established

- needs more clues
than just letters of
name ‘

- area marked off in
- block area with
masking tape to
delineate a private
' space

set up as a “"launch-
ing pad" for rocket
Jumps

sand paper letters

cut smaller

42

Special Needs child could
play songs even though re- ‘
lating at lower cognitive
level (i.e., color, not
number )

6ood skill building and use

“of muscles that needed !

level cognitive ability ‘

AAAAA

Jump and to practice jumping

playing, so.gave him a space

exercise “ !
o |
Child could play game with

peers and also be at an
appropriate learning.stage

Yo help focus attention and
avoid negative behavior (dump
ing and fighting). o

To accomodate immature fine
motor skills and below age |

Recognition and .scanning skills

N

Child had.a hard time parailel

within larger area
To give incentive to learn to

To learn alphabet for motori-
cally oriented child

Make it easier for clean up
: )




31.

2. Although the same classroom materials can be used to teach
non-handicapped and handicapped children the same skills, there are
special classroom materials and environmental adaptations that are
particularly desirable in an integrated classroom. Special materials
that are helpful for children with motor problems, but are also readily
~ appealing to normal children include: loop handle scissors that can be
operated with the whole hand rather than two fingers, plastic cups with
handles rather than handle-less paper cups, squeeze glue bottles rather-
than glue brushes, three wheeler "tricycles® that can be operated by hand,
and sets of common materials such as Attribute Blocks and leggos in large,
heavier sizes. 1t {s also helpful in an integrated classroom to have
matertais available that provide practice in very basic skills - buttoning,
zippering, lacing, etc.

Special environmental adaptations include: ramps and railings
alongside steps, railings in bathrooms, ladders positioned to slope grad-
ually, places to sit to dress and undress, and convenient
places to sit at activities where. children commoniy stand to play, such
as the water table, sand table, and carpentry bench,



,
/'
E. Adaptations injclassroom structure and organization

1. The princib]es that gquide. the orgqﬁ%zation of the integrat

ed -

classroom program are not very different from those of a non-mainstreamed

program. Some of these principles are: v/

1.1 To provide activities each day that represent a range
of compiex: - and challenge;

1.2 To bﬁ]ance a complex teacher-directed project on the
table with a less challenging child-directed project set up on the "pro
ject table"; . - )

1.%/’To offer small group work that involves a small group

of children-earning about a subject area of their choice over, & short
period of time:

: 1.4 To set aside 1 - to™~ 1 time with childre.. who need
help in specific areas and to provide that experience each day (such as
motor exercises with a teacher or language work with a teacher);

1.5 To brovide materials at graduated levels of complexit
that can be adapted for use with each child at his/her developmental

level, such as legos of different sizes, picture lotto and word lotto,
color cubes and color cube design cards.

2. One.of the most important adaptations of a mainstreamed
classroom that is specific to a mainstreamed classroom is the need for

a larger number of staff. Mainstreamed classrooms need more people to
for and teach more demanding children. A

3. For the one hyperactive, distractable child in our class,
we developed a “"choice .board" system. Joel's attention-was focused on
activity choices by means of a hanging board on which cards could be
placed to represent his chosen activity. The cards represented all
possible choices in the room by means of picture and word. Joel's firs
activity each day was to go to his choice board to choose one of two
activity choices presented by a teacher. Or, if Joel arrived with an
activity choice in mind, he was encouraged to state that choice and to
search for the appropriate card to hang on the board. Thereafter, when

art

y

care

t

ever Joel completed an activity, he was brought back to the choice board

-to make another choice.

By the end of the year, he was often able to monitor his
use of the choice board independently. The two significant effects of
system were Joel's increased attention to and awareness of school choic

and activities, and the decrease in 1nappropr1a;e, attention-getting

behaviors at transition times. N

44 —
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G. Representative classroom materials and exampies of their
tnstructional use. ;

House cormer

small biocks”

g
assorted cars, frucks,
trains

paper and crayons

dress up clothes

- creative expression,

Classroom area Material Instructional Use
Music area piano auditory discrimination,
visual motor discrimination
percussion motor coordination, auditory .
instruments discrimination: rhytham, volume,
. pitch ‘ .
record player language abilities, music
sensitivity, creativity
tape recorder language; personal-social
music paper and fine motor, writing, reinforce-
music books went for using the instruments
in creative ways
scarves and props for
creative movement »
peﬁgussion stand auditory discrimination, person-
. al social, fine motor control.
| Block area large hollow blocks .

gross motor coordination, motor

planning skills, perss anl-social .

motor coordination, motor plan-

“ning skills, personal-social,

1anguage

motor coordination, language,
role modelling, social inter-
action

extending activities through .
representational drawing signs,
reading skills, stories, language

personal-socia] ~‘role nodelling,
language
and speech

T
]
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Project and
| sclence area

Hrifing‘area

pots and pans,
empty food cans

thematic props
puppets

‘measuring cups and

cooking apparatus

playdough and clay
scales
magnets

magnifying glasses

batteries and bulbs
materials for planting

books
various alphabets

Ve

work sheets

Classroom area Haterii] Instruétional Use
House corner child size personal/social-role modelling
furniture

creative expression, language
and speech

motor development; concepfhal
development of relative size,
vqumg, proportion

fine motor coordination; creati-
vity; relative shape, size,
color

fine motor coordination, con-
cepts of 1ight and heavy; con-
cepts of relative weighp

- language, fine motor skills,

scientific properties, problem-
solving

concepts of relative size,
properties of magnification

language, fine motor, problem-

selving, scientific principles

fine motor, pefsonal/social,
mathematics

personal/social, language’
motor coordination, language
skills, visual memory, writing
skills, pre-reading skills.

can be uﬁed to direct learning

-in motoric, conceptual, linguis-
. tic and cognitive areas

T




Classroom area

Material

Instructional Use

Mriting area:

iHanipulatives
and games

mailboxes

chalk board and
chalk

pencils, markers,
crayons, assorted
paper

printing letters

numerous books

puzzlés

legos

attribute blocks

cuisenaire rods

pattern blocks

dominoes

dice

clock

drawing and writing skills,

personal-social communication,
language

motor ceordination, drawing
and writing skills

motor coordination, perceptual-
motor skills:sequencing, seria-
tion, classification, spelling.
reading

perceptual-motor coordination,
color, memory

fine motor coordination, color
personal/social, problem-solv-

_1ng

visual discrimination, sorting,
classification, language

fine motor coordination, color .
discrimination, size discrimina-
tion, proportional concepts,
addition and subtraction con-

. cepts

color and shape-discrimination.
perceptual-motor coordination,
visual and auditory memory

motof coordination, counting,
visual memory, strategy

fine motor confrol. visual
discrimination, counting, math:
addition and subtraction-

numbers, serfation, telling time

[ SRS —
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Classroom area

Material

Instructional Use

Manipulatives and
games

olaying cards
geoboards
wooden cylinders

sewing cards

checkers

board games

number-rite
lotto

vhyme puzzles

wooden alphabet

parquetry blocks -

fine motor control, visual
discrimination, visual memory,
math: pre-reading, strategy

fine motor coordination, shape
discrimination, motor planning,
perceptual-motor coordination

fine motor coordination, seria-

-tion, classification, relative -

height and width
fine motor coordination
fine motor coordination, color,

direction following, personal/
social, counting - math, stra-

tegy development and implementa-

tion

personal/social skiils, strate-
glies, counting, will reinforce
concepts inherent in the game:
i.e. Candyland - colors; Chutes
and Ladders - numbers forward
and backward o
fine motor coordination, se-
quencing and seriation skills,

concept of number, recognition .

of numerals ..

personal/social skills used tqﬂf

reinforce concepts inherent in -

the particular lotto game, _,’ )

matching skills

fine motor, visual discrimina-
tion, word-object relationships,

_phonetics

fine motor, matching sk1lls,
seriation skills, letter label-
1ing, letter sounds. pre-read-
ing, word building

color; shape, matching; creat-
ing patterns

17
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Clagsroom area

\,

Material \ |

Instructional Use

Manipulattves
and games

1Art area

Water table

!

<
A\

pag boards \\

twister

- puppets

ﬁictuﬁe cards

coloring equipment

adhering materials
paper

scrounge materials

" “paint

funnels and tubes

straws
measuring cups and
spoons

pouring recepticals

2gg beaters

water wheels
food coloring

sogp/detergent"

assorted ol jects

fine motor skills, color,
pattern formation.

color, gross motor'coordinatidn,
personal-social

motor coordination, personal/

speech

\\sociai skills, language and

bersonal/social, language

fine motor skills, creative
expression, personal-social

- skills

concepts of color, shape; design,

1ine, size, texture

fine motor coordinatibn,
properties of water

properties of air in water

fine motor coordination, pro-
perties of relative size and
amounts, concept of conservation

(same as above), increased exper- |-
iences with water; teach the child
how his reactions and sctions can
affect his environment and which
things in the environment remain
constant

color: increase novelty and ex-
ploration with water
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Classroom area

_ Material

‘Instruct1ona1 Use

Sand table

Carpentry

‘|Easel

measuring cups and
containers

strainers and sifters
shovels and spoons
home made chutes
dramatic play props

hasmers

Saws
assorted nails

drill and assorted bits

- scraw driver

assorted wood
take apart objects
paint and brushes
rellers |
assorted paper

hanging rack

\

solving

‘j
personal/social, role playing,

fine motor, properties of sand,
laws of conservation, laws of
gravity :

fine motor,control; personal/
social, motor pianning, problem

fine motor control, eye-hand
coordination, personal/soctsl
color - color mixing, texture,
motor planning, creativity

(same as above), independence

¥
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IIT. Working with parents

A. Working with parents: new demands and new skills acnuired as
a result of mainstreaming.

Y. In working with the families of special needs cnildren, a
number of the demands made on teachers directly concerned {ssues per-
taining to a child's handicapping condition. For example-

1.1 Discussing with parents a child's already diagnosed
handicap and working out a plan to respond to the child's needs in a way
acceptable to beth parents and teachers. ’

: 1.2 Taking part in the diaqnostic process for a child who
1s not developing or behaving normally, but whose special needs have not
yet been clearly identified.

1.3 Atténding meetings with and coordinating therapeutic-
programs with outside professionals who are involved with the family and
child, such as occupational, physical, and soeech therapists.

1.4 Recommending occasional additionai testing or referring
child and family to services outside the school. '

1.5 Understanding and taking into accbunt. a child's medica-
tions and medical history. o

i.6 Discussing extreme behavior problems or significan.
A~velopmental delays with parents in realistic and helpful ways.

o 2. Teachers had to become familiar with the state laws re-
garding spacial needs children. In conjunction with school adminis-
trators and other staff members, they must be able to advise and support
parents, advocate for children in core evaluation meetings, and complete
relatively technical paperwork. : ' :

3. Teachers have to increase their fami11ar1ty with the pro-
fessional services available to children with special needs. They also

should be aware of parent: support organizations and other community re-
sources., ;

4. A number of new ski11$ were developed or refined as a re-
sult of working with parents of special needs children: :

fagls
)il
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4.1 increased senst{ivity to the issues of nospitalized
children and the needs and concerns of their parents.

4.2 Increased sensttivity to the special nualities of
parents of special needs chilgren their vulnerabilities about the pro-
biems of their children: their courage snd their need for hope and srac-
tical assistance; their determination to find the best educalion and
care for. their child, thetr flexibility tn trying apw. ways to teach their
child as well as thetr {nconsistenciés in the face of very hard parent-
ing job. , : '

3

: 5.3 §ncreased‘$ens{tivity W the demands and hardships,
as well as the joys of parenting.

, 4.4 Increased sensitivity to the fears and concerns of
parents of normal children whouse children attend mainstreamgd class-
rooms . .

4.5 CGreater ability to facilitate dialoque directly be-
"rcen. special needs and non-special needs parents.

5. The {ssue of “confidentiality” was clarified. It does not
necessarily mean “secret” {{.e., absolutely no information to be sharad
with other:parents). Rather, {t was taken to mean sharing information
among parents with clarity and openness, while always respecting the
feelings and dignity of special needs parents, This policy was mace
clear to all parents, and consent was acquired o

»

8. Strategies for gaining support for myinstreaming from parents
of children with special needs. I

1. 1In discussions with parents of children with special needs,
it is critical that teachers be honest, open, non-judgmental and under-
standing. It is the task of the teacher to validate the parent’s feelings,
while trying to provide additiomal context, knowledge and perspective.

.- 2. Personal relationships between special needs and non-specia)
needs children can be fostered {f the teacher sugaests to parents that
their children might enjoy playing together outside of school. Such con-
tacts can go a great distance toward {ncreasina understandina between
parents. - '

’ T
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Yo Smecific strateatey inglgde

1.1 Discuss the bekaviors oY special neens oefldren, a9
well as amy ynysgal hehavivrs of non- sno il peods crRfidesn inoa nale,
strafant forward msaner wﬁ'“ ail parent )

1.2 He honest shout the pogsitle
Byt equally reassuring aixmi {atus Cﬁﬂv*ﬁfﬂ” AFY

Lk ot myginnireaming

e

S 3.3 Iaviie parents O obsarve the Class a7 10 wark ie the
classroom. cxpectally tf they have nuestions sbout pariiculyr spocial aosds
children, and make eneself avetlable to talv aboul the dxporience sflor-
waTrd, o '

1.4 Encourage car-pools ahat are mrinslreamed

3.5 Create forums for discussion that tnclude parents of
special needs 4 ~special needs chiidren and that Yoous nog so tmgch
nn the exceptionalidies of spects) needs chtldren as o the u&ﬂﬂanxif'io’
of all children in a\particular day iagmentkl 50490

3.6 Establish a ?ibrarv of books for parer iy and Thitdraen
about handicaps and family experiences with handicanping congitinny;

3 7 Provide parents of children with 5&9@54?’“»&d5 with
the phrases and appropriate Pxp!caatians that are usest 1o Lalh about
children at choa! : :

L. Strateqies for assisting aT? parents in scquiring understanding
of the issues of mmfnstrpamfnq

v -

', The main actsss to parents always seems to be through thetr
children: their geals. and @xpectationy for them; -their pwn parenting
fssues surround{ng them: and the ways thay. ?ﬂrce$9? school as servan
those goals, A

<trateqicaliy, the processes for ,mﬂiJnicétion aroynd these
tssues, could cccur in the following sequence: '

1.1 Upon acceptance to the school, al} pareats are in-
formed that this is a mainstreamed progran, that the issues of matnstreamine
will be discussed, and that thefr participation is needed.{n order to.fiake
the program work. Any questions parents had st this time would be answered.

1.2 In Séptembért'the teaching staff mskes visits to each



child's home. There, in a less hurried, more personal encounter, teacher
and parent can dfscuss the schoo) program. Time would be taken at this
point to reinforce the school's commitment to mainstreaming and to talk
about what parents can expect to see in the c¢lassroom. Hith special
needs parents, it is important to communicate that some information is
being shared with-other parents and to allow them to participate in the
formulation of what they might want communicated about their ckild.

At this point it is important to stress the avail-
ability of the teaching staff tn receive all concerns. including those
relating o mainstreaming.

1.3 In the early part of the year, at the first evening
room, meeting, open dialogue on mainstreaming as well as other fssues
should be encouraged. It is sometimes useful to show a film or siide-
tape as an impetus to Such a discussion. It could also be useful to
solficit in advance the contributions of special needs and non-specta)

needs parents in describing and discussing their responses to main-
streaming,

1.4 Throughout the year the teacher must maintain a great
deal of flexibility with regard to individual and group fssues. Extra
parent conferences or room meetings may have to be scheduled to accommo-
date those needs. Informal communication between parents by recommending
that children play together after school; bringing together parents who
have similar {ssues concerning-their children or who can serve as resources
for each other. Pot luck suppers and informal social meetings for parents
are another way to bring all parent¢s closer together. '

1.5 Reqular parent conferences should always rajse the
1ssue of responses to mainstreaming. Too often it ic assumed that §f
parenis say nothing, they are feeling satisfied and informed, whereas
Just the opposite is often trye.

' 1.6 Parent meetings should continue to.occur regularly,
Although mainstreaming will not always be the issue - the commonality.
of parental concerns will.

1.7 Some paremts will require special attention to help
them express their feelings without betng d structive to others. Teachers
can model how to do th{s and may have to intervene in group situations.
In the fdeal situation, parents who become comfortable as a group contract
for how specific and how in .depth they want their discussions and relation-
ships to become. However, since this type of situation is difficult to
anticipate, it becomes the responsibility of the teacher to take an issue
one step further and carefully analyze the receptivity of the group.

e/
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1.8 This process can not occur unless there exists between
~ the teacher and parents a trusting relationship concerning each child
and the program as a whole. Parents must feel safe and welcomed in the
classroom - for that is the place in which they will gain the most under-
standing of these issues as they relate to their children. They must
feei that the teachers are not infallible but are dependent on parent
input in order to achfeve better solutions, and they must be helped to
see the interconnection between their own growth and the growth of their
children at home and at school.

D. Considerations in structuring teacher-parent conferences with

parents of children with special needs and parents of children without
special needs.

1. . In general, the goals of conferences with parents of special
needs ch11dren overlap with the goals of conferences with parents of non-
disab]ed ch11dren These goals include:

1.1 Establishing a caring dialogue about the child;
1.2 Finding out about the child's behavior at home:

1.3 Sharing observations about the child's behavior at
schoo];

1.4 Expressing any concerns about the child's behavior
at school! . .

N

1.5 Discussing ways of responding to any problems or
special needs of the child;

1.6 Sharing ways of reinforcing pasitive growth;

1.7 Expressing caring about the parents' experience at
the school. - . -~

v

2. Nevertheless, some differences exist in the content of

.conferences with parents of special needs children. Some of this content
might include. _

G
R

o 2.1 Discussion of diagnostic and medical information and
procedures; :

2.2 Communication about outside professional services for
the child. o ) "

®

2.3 Preparation for core evaluations.

’
5 'Qr;‘
. .
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3. In all parent conferences it 1s important to be g1rect
and to state information and concerns as simply as possible. ‘Ample
opportunity should be allowed for. parents to express feelinas and con-
cerns that relate specifically to their child, and the teacher must listen.
With parents of special” needs children, the teacher may wish to set up
the conference so that the child's tutor or another professional can also
attend. Frequently, because of the fnvolvement of outside professionals,
the teacher may have information about the family that did not orjginate
with the parents. In such a situation, the teacher should either not

act on the jnformation at all, or (s)he should tell the parents the source
of the knowledge and discuss it with them.

Conferences with parents of speciai needs children are also
usually more "future-oriented" than other conferences. Parents may in-
dicate greater concern about the child's future schooling and therapeutic
expereinces and will require highly specific information. Finally, these
conferences will frequently be more affective in content than most confer-
ences. The conference is sometimes an occasion for parents to confront
difficult issues directly for the first time; the teacher's role in these
situations is to be accepting, supportive and honest. The teacher should
never presume to have more knowledge or skills than he/she actually has.
Rather, the teacher can serve an extremely valuable role of liaisen .be-
tween the parent and those specialists who are Tn a better position to pro-

vide therapeutic services and valid information about the child's prog-
nosis. ,
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3. Other Direct Services

In additien te the individualized classreom experience,
children with special needs participate in several different forms ef
instructienal experience. In particular, three instructienal options
existed in 1977-78: a) one-to-one tuterial work, b) small teaching
grou 3, and c)-home teaching. -Some children were involved in more than

one uf these arrangements, based on their strengths and needs as well as
. on the needs of. their families. o

a. One-to-one Tutorial Program

The tutorial sessions serve a number of purposes. First,

- they provide each child with a one-te-one experience with an adult that
1s designed to be warm, accepting, and free from competition with other
chiidren. Second, they provide for additional individualization of
instruction. In some respects the tutorial sessions are "deficit-
oriented" because they focus on the child's handicapping conditien and
seek to implement a program of remediation. Nevertheless, as in the
classroom program, the child's 1imitations are addressed through his
strengths. A third purpose of the tuterials is to extend the activities
of the regular classroom program by teaching the child how to use some
of the core materials of the classroom. A fourth purpose is to serve as

an alternative learning setting free from the distractions and stimulation
of the classroom. '

‘ Eleven of the eighieen special needs children enrolled
throughout the year at Eliot-Pearson received tutorial services. A one- ,
- to-one tutorial arrangement usually invelved a fifteen to forty-five !
minute session, meeting from two to five times per week, during class
time. The child would be remeved from and returned to the class by a
student tutor who was responsible for observing, informally assessing
and designing an appropriate tutorial program for the child. These
students - (graduates and undergraduate students in the Department of Child
Study) were participants in the Practicum in Special Needs, taught by the
special needs resource teachers. The class met once per week. During this
time students received direct feedback on their work with individual chil-
dren and specific support for future work with their child. The student
- tuters were also supervised directly by the special needs resource teachers
several times each semester when working with the children. For children
who only attended school three or four days a week and who could benefit
from more tutortng, spectal arrangements were made to tax{ them in to school

for an hour to an hour and a half on these other days to meet with the
student tutor. ‘

The cheice of a chifd for one-to-one tutoring was baked on
recommendations of the previous special needs resource teacher,

53
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observation 6% children and parental input. Fer second semester,
teachers’ recomuendattens were also part of the decision.

The fellewing charts provide a summary of the work
accomplished within this program. Objectives and outcomes are given
for each chtld, as weil as fellow-up suggestions and general comments.

59



Fliot-Pearson Children's School
Surmary of Tutorial Work, 1978-79

3 Y
OBJECTIVES: - QUTCOMES . FUTURE. QBJECTIVES COMMENTS
Toncrease B'syoca- B has increased his B will Tearmmore  B'Sattendance in school

bulary with books Tabel~  naming of objects. object names and descrip- and for home tutoring has

ing household objects, | tive words as well. been mininal. He attended

Totto, : : Bobby will Teamn the - two days of school from Jan-
function of comon ob-  uary to April. Since then we
jects. neet with family and atten-

dance has been good, This
obviously affected progress.

Toteach 8 primary B does not know the B will Team the pri-

colors by cutting and  ‘colors consistently. mary colors and be able

pasting, matching. . ot to label them consistent-
1y,

Toimrove B 'sdiet B'S s diet probably B's  fanily needs to

by laoking, shopping, ~ remains the same. Team more about nutri-

talking about food with - ~tion,

Hom,

To fmprove  B's abili- B has inproved some- B will continue to ac-
ty to accept limits by what in his ability to  cept Timits and begin to
“dealing with fssues as accept limits. express his feelings ver-
they arose, talking about , bally.

feelings,. etc, A

To increase  B's abil- B does know how to B will improve his
ity to identify feelings ~state his needs. Hecan ability to identify and
and verbalize themby  identify some feelings,  verbalize feelings.
modeling, Tooking at pic- " -
tures of people, and
discussion,

"8y

To promote more %ndepen-
~dence in self-help skills
(use of braces, toileting).

To increase his attendance
in school.




B -2

OBJECTIVES OUTCOMES | FUTURE OBJECTIVES COMMENTS
To strengthen B'sarm B {5 very strong. He To continue to strengthen
and trunk musculature. tries many gross motor  his muscles.
tasks.

To increase  B's B qoes everyhwere B will continue to
walking with braces freel, and independently. walk using braces and
and walker, walker,
To keep his back straight Progress hard to assess. To continue to keep his
(not to the left). - back straight.

Q F‘)
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Eliot-Pearson Children's School
sumary of Tutorial Work, 1977-78

0BJECTIVES

OUTCOMES

 FUTURE OBJECTIVES

 (OHAENTS

To incraase 'S voca-
bulary with picture
cards, books, sentence
completion, modeling.

To increase (s spon-
taneous Tanguage through

play, conversation,

phatagraphs and a scrap-
book that recorded home
and school events,

To decrease  's use
of baby talk by intro-
ducing nursery rhymes
35 acceptable place.

To increase  C's
visual discriminafion

- skills by sorting ob-

jects, pictures, lotto,
puzzles.

To improve ~C's prob-
lem solving skills
through waterplay, clas-

sifying objects, Pla-Doh.

To improve ('S qross
motor skills by sledding,
running, balance beans,
neic, etc,

ERIC

('s vocaBu]ary has

“grom tremendously. He
was essentially nonverbal

and now speaks in 5-6

Word sentences.

He uses correct syntax.
He has been taught to
read by his father.

C doesn't use baby
talk in school,

C can discriminate
objectives visually.

It s a strength of his.

He can seriate for size
and can classify objects.

( tries more gross .
motor tasks. He can
jump, alternate feet on
stairs, will tolerate &
Swing.

(" needs to developa € has a tendency to per-

vocabulary for feelings  severate on a subject

and Tearn to express his  (bridges, stairs) and needs

feelings verbally. to expand his interests and
decrease this perseveration,

C needs to continue
to use appropriate four-
year-01d Tanguage.

C s visual Tearner
and will continue to
strengthen this mode.

( needs to develop
sense of number (count-
ing, solving simel
problens, etc. ).

¢ needs to develop &

greater sense of balance,
hopping skills and leam-

ing to ride a tricycle.

rie 0G5
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OBJECTIVES ~ OUTCOMES

FUTURE OBJECTIVES

COMMENTS

B e U ———

To improve  C's eatiny C  has improved, but
habits by presenting one- tends to regress to
bite pieces of food at a messing.

time.

To develop  C's self- € has improved his
concept with music, body  self-image.
puzzles. |

C needs to develop
use of spoon and fork to
tally and rely less on
fingers.

C needs to further
develop his self-concept.

e |

U
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OBJECTIVES

To accomplish successful
separation from mother.

To become spatially ori-
ented in school by walk-
ing along, by leading
others with tactile
clues. '

To improve fine moior

skills with large pegs
and boards, large puz-
zles, bristle blocks,

unit blocks.

To increase attention
span for fine motor
tasks.

To improve eating skills
by practice with forks
and spoons. Introduc-
tion of -Mike Mulligan
shovel concept and dish.

To introduce E to
coloring with wired
underframe, so increased
tactile experience.

Eliot-Pearson Children's School
Summary of Tutorial Work, 1977-78

QUTCOMES

E is happily ad-
Jjusted to school: and
separates easily.

E is oriented to
school. He gets around
independently.

E has improved.
He can do peg boards,
puzzles, build blocks
competently.

E's attention
span has increased to
about 10-15 minutes
per task.

E has {mproved
his eating skills.

E able to color
on sheet.

FUTURE OBJECTIVES

To accomplish a successful
separation from Justin,
E's ‘s twin brother
(placed in separate
classes).

To continue to be comfort-
able and expand spatial

‘ientation to include
cutdoors.

E will be intro-
duced to pre-Braille tasks
such as tracking raised
lines, changing lines,
etc.

E . continue to
improve his fine motor
abilities and attention
to fine motor tasks.

E needs continued

help with feeding.

E will continue to
use coloring materials.

1

COMMENTS



fo Introducy wuncepts o

left-rignt orientation

talking about direction-

ality with nu and intro-
ducing words,

To develop his language
strength furtner through
staries and by introduc-
ing objects.

:

PLodbie tnore-
spond Lo drectiong o
left-right most o0 he

bine,
t LAy good ang-
dage skilis. His voce-

bulary has -rown.

TR

Lontinue Teft-right or-
entatron. Begin to wor
on depth.

Ty wrk on concepts of
number,

E needs to teprove

s understanding of tne

function of common oi-

Jects.

E needs to learn
names of objects found
outdoors,

. Py
R
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FUTURE OBJECTIVES COMMENTS

OBJECT 1S BUTCONES
2. To develop positive © for future - continued
self-inage. . 0 work in deveToping self-
Activities: Use of ;ﬂgge agq pusitive peer
mirror to explore ~ racion.
feelings, puppets. \
(reative movement :
growp with tutor |
assistance. | .
3, Self help ¢ Improvenent in - 1f help. Continued improvement in
) 2ipping, snapping, but-
To be able to dress .
S toning. To develop
,sg]fexcept shges. ~ greater motivation to
Activities: zipper . . . * dress self, ‘
board, Dressy-Bessy. ?
s \
- A, Gross Motor Very free in gross motor  To relax stiff, toddler-  Creative movenent work
| _ activities - run, jump,  like gait, should be continued to foster
. Body aWéFQHESS clinb, swinging, ball To encourace more free- O motor skills and self-
L, Body control playing, rolling. : image. -

. dom in clinbing and
- sliding.

Lt

Activities: Ball
playing, sliding,

~ swinging, clinbing,
gt | | S

3. Fine Motor |

I, To‘develop finger Prefers right hand but To~debe10p ]ateral domi- -
strength. o sl switches, nance, , ,

2. To develop pincer + Sti1l uses palver grasp. To develop pincer graSp;‘ b
grasp-of pens and - | C -

markers. N
3, Correct use of .~ Holds scissors with two - To develop proper use of
scissors, . hands. SCissors.
!*'[' v ‘ " o -
() hid
Q . ' ,/l_
ERIC" ’

ot oo b . Y . \
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A
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Fl)

QUTCOMES

FUTURE OBJECTIVES

COMMENTS

Activities: cutting,
pasting, drawing,
painting, bead string-
ing, pipe Cleaners,
zipper board.

OGNITIVE
General Knowledge

To Tearn letters of
~her nane.

Actvities: Letter
book, sandpaper Tet-

- ters, plastic letters,

. To learn basic shape
names.

- Aetivities:  Large
geanetric shapes;

Knows Tetters in her name.
some 0f the time,

To continue work on let-
ters of her name.

To Jearn other letters

* of the alphabet.

Knows basic shapes.

lotto; book on shapes,

identifying shapes in
classroom.

. To Tearn color names.

Activities: Geometric
~ shapes, coloring book,
Crayons..

. To be able to visually
discriminate colors
and Shapes.

Activities: Matching
games 1ike concentra-
tion and Totto,

Knows basic colors,

s able to visually
disciminate shapes
and colors,

To recognize shapes
around the classroo,

T Tearn ather than pri-
mary color names,

Needs structure, firm Timits
and qreat deal of repetition
in creative ways to Tearn.

. T9s.



2. To develop one to one

2 To folTow two-step

OBJECTIVES OUTCOMtS

e T i § el T e+ et . b e s e Ty

| FUTURE OBJECT IVES

COMMENTS

B, Behav10ra1 Organiza

tional Skills

1. To increase attention Heeds help attending to
span. task at hand,

Activities: Vse of
sand timer; quiet en-
vironment; activity
chart. |

C. Logical Functions

Cén sort objects using
two attributes,

1. To be able to sort
objects.

Can match one to one.
correspondence. '

Activities: Large bag
filled with various
items to sort and

~ match; dolls with

" clothes to match.

. LANGUAGE

A, Receptive

1. To strengthen auditory Some improvement.
discrimination,

Can %ollow familiar

directions., two-step directions.

Activities: Tape re-
cording, Tistening to
stories, records,

. direction games.

She als0 Tearns through
imitation,

To develop greater
focusing and attending
ability.

To be able to classify
by one attribute,

To be able to demonstrate
one t0 one Correspondence
of five objects.

P s very reluctant to
speak on many occasions. Her
~voice 15 low, words sometines
slurred and she will never
repeat something once said.
It 15 unclear how much she
really understands when spo-
ken to. Wi11 need Tots of
- Support in the language area.

To follow three-step
directions,

‘1S



OBJECTIVES

Pl

(o

FUTURE 0BJECTIVES COMMENTS

B. Expressive

1. To increase vocaby-

lary.

2. 70 know words of in-
class songs.

3. To use complete
sentences.

6. To repeat something N
she said if not heard
the first time,

Activities: Tape re--
cor Ying songs, conver-
sations, letters of
‘her name, puppet con-
versations.

PARENT - INVOLVEMENT

A Set up tkusting rela-
tionship.

B. Work on limit-setting
consistency.

(. Hork on routines of
the day.

0. Hork on helping parent
fee] Tike effective
teacher,

Minor increase in voca-
bulary.

Knows words to in-class
$0ngs.

~ Occasionally uses com-

plete sentences.
Hi11 not repedt.

Nice rapport estab-
lished.

Consistent Timit-setting
beginning with both par-

- ents.

Bedtime routing and
transitions very nard.

Parent feels more
competent,

To decrease monologue
speech and collective
monologue.

To encourage socialized
speech.

To develop nore consstent,

use of sentences.

To repeat something when

+asked to.

To use verbal expression
in addition to extensive
nonverbal expression.

Continued parent work.

Encouragenent in 1init
setting.

Designing bedtine
rout ines.

Designing transition
strategies.

Many cancellations hindered
orocess. :

Home tutoring was discontin:
ued due to parents' schedule.

1
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LTiot-Pearson Chidlren's School
Summary of Tutorial Work, 1978-79

OBJECTIVES

e - —

OUTCOMES

FUTURE 0BJECTIVES COMMENTS

To improve J's voca-
oulary with bool , lang-
uage cards, lotto, feely-
‘box.

" To expand J's under-
standing of the function
- of objects with games,
discussion,

To improve  J' s fine
motor control with puz-
zles, sewing, cut and

paste, blocks, Play-Doh.

To improve the integra-
tion of ~ J's move- -
ments by clapping,
playing two-handed
games. |

To improve =~ J's use
of her body through games
- of Simon Says, Twister,

- bean bag games, creative
movement.

J needed help in
perceptual motor skills,
using puzzles, lotto,

1" cubes,

T L S

Expressive lanauage is a
strength for J and |
her vocabulary has
increased. -

J has learned more
functions for common
objects.

J's fine motor
skills have developed
and improved.

/

4 |
3 is better able to
s her hands together
and separately.

J enjoys body move-
ment activities and has
gained more skills,

J has improved, but
still lags behind in this
area. -

) need to learn more

descriptive words, and
expand her sentence length.

J should continue to
lTearn about objects and
their functions, particu-
larly beyond her immedi-
ate environment (include
stores, rivers, etc.).

J needs continued
help in this area.

Continued work wjth
materials requiring two
hands is needed.

J will need contin-
ued work in this area,

Continued work,. particu-
larly with materials of
high interest. '




)1

OBJECTIVES QUTCOMES

FUTURE OBJECTIVES — COMMENTS

J - needed to improve  J's  attention Span
her attention span with  has improved. She leaves
d choice board, verbal  the room less, stays
praise, and activities of with her materials longer
high motivational and accepts 1imits more

~strength, easily.

To achieve toflet train- 0 s trained,

ing by working on in-_
school in way consistent
With basic approach:
schedule, high praise,

19

Continued developrient

e feel that) Wil
apply more energy to learnin
ina simpler enviromient.

Q9 -
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1. COBNITIVE

UBJECTIVES

H- 2

- QUICOMES

Activibien: Special
paint making, art
activities, puppetry,
cooking, storytelling,
megsuring each other,

- With adulte |
- To establish trusting  Established quickly.

relationship with
tutors.

Activities: ‘0o not
enter' sign, pictorial
calendar, tutoring
cards, activity sche-
dyles.

Activities for social/
nersonal development:

Hide and seek with in-
struments; bread
sculptures, movement
qames, board games,

qultitude of art acti-

vities: book for

MNicholas; planting &

seed.

A, Behaviora] Orgaﬁiza—

@9

o

ERIC

r

tional Skills

focus on a task.

1 To dncrease ability to In high fnterest activi-

ties there is ¢ marked
improvement.

FUTURE DBJECTIVLS

To deyelop consistent
positive social skills

\...in peer interactions.

To continue ability ta
focus and attend Within
Classroon enviroment,

LA
(o

COMMENTS

e 15 very trusting and

“velates well to adults.

Sense of structure and
predictability was
critical,

! ]
b
-

i
!

29



H- 3

- OBJECTIVES

2. To increase ability tg

attend ﬁo a task.

Actiyities: (lear
structure - clear be-
ainning, middle, end;
Chart of schedule for
session; funny anima
collage; baking clay
lettars and fiqures;
making fingerpaint,
paper plate puppets,
Making cars; use of
timer,

B. General Knowledge

1. To develop familiarity
-and knowledge of let-
ters: (a) position in
space of letters; (b)
sequence of letters ip
nalg,

0UTCoMes

Harked inprovenent in

structured tutoring time,

resistant to working
with them. Knows the

letters of his name. Can
sequence the letters of
. hiS name. Confyses posi-—- -

.. Lion in space of some

2. To develop knowledge
and familiarity with
Numbers.

Activities: Presenteq
in Jeast threatening
Way possible; making
. 1et§ers and nunbers
o fron clay and sugar
dough; making letters
and nynbers with glue
and pytting them in 3
book; board gane with

| © 'etterd, measuring
lfllefzctivities.

P i
i

Aruitoxt provided by Eic:

letters,

Can count, measure, and
recognize most numbers,
- Ganwrite 0, 8, 1,

~ FUTURE OBJECTIVES COMMETS

letter recognition and
number recognition.

Has developed faniliarity Continued development in  He is Tess fearful of aca-
With Tetters. [s less

demic type activities. At-
tention span is shorter
(5-10 minutes) for these
activities, He will
express that it is boring- .
to do these activities.

(r
Y|

"E€9



H-4

OBJECTIVES

LT, woTon
A, Fine Motor

1. To develop Strength in
fine motor Skills.

B. Perceptual Hotor

1, To be able to yrite
his name 1N Sequence.

Activities: Potato
printing, Coloring in
letters, cutting col-
Jage materials, roll-
-ing out clay with

fingers, painting and

drawing, punching
holes, stringing a
book with yarn; sand-
paper node! of name,
tracing letters witn
his finger.

o

Aruitoxt provided by Eic:

ERIC

WO

More precistence in acti-

yities ipvolving tine

notor skills. More tole-

ration for frustration
nere.

Has difficulty spacing

the 1etters and position-

ing Indiyidua) Tetters.

FUTURE OBJEL{ [VES

e T T i e

Continued vork 1N percep-
tyal motor and fing motor
tasks.,

Att@ntiOﬂ tO prOb]ENS in
spatial relations.

CORHENTS

FamiTiarity with letters and
numbers 1s important before
Writing them.

Kinesthetic approach is very
helpful. e is a visual-
kinesthetic Tearner. Needs

activities to release physi-

- cal energy puilt into his

ay.

4=



I

OBJECTIES |
To successfully separate
from mother.

To increase 1's atten-
tion span for learning
tasks.

To achieve toilet train-
ing at home and decrease
soiling with a behavior
nodification plan,

OUTCOHES

ETiot-Pearson Children's Schoo)
Sumary of Tutorial Work, 1977-78

[ nas successfully
separated from mother

and attached to teachers.

L' attends for appro-
priate periods of time

area, specifically
[up to 15-20 minutes)

applied to kindergarten
tasks.
L' has stopped soiling
a(me. He is trained.
\‘\/ l

Continued growth in this !
hyperactiy

""\‘/
To develop social skillg:;_;//f has-grown in this
f.e. increase ' re x“/ﬁ;g an verbalize

impulse control, leary

his Teelifgs although he

to identify feelings and occasionally tries to

Continued work in this
area, particularly to de-
crease his manipulation
of others,

verbalize them.

To develop pre-reading
skills by learning let-
ters in his name, with
steries, lotto, etc.

" To develop concepts of
number through ganes,
man ipulat ions.

nanipulate adults by
Silence,

[ has learned the
alphabet and knoics the
letters in his name.

To continue readiness
skills by learning be--
ginning phonics and

- developing a sight voca-
bulary of high interest -
words {car, Joey, Mom
Dad, etc.)

* Continued development of
concepts of number and
solving simple problens
in readiness for first
grade.

[ can count to 10,
can seriate and sert
Lgy o

within 9,

FUTURE OBJESTIVES — COMMENTS

displays more of his
ity at home than

T e

.7 G99



L

OBJECTIVEb

Eliot-Pearson Children's Schoo]
Sumary of Tutoring Work, 1977-78

OU™ IMES

To increase L 's use
of language by: Success-
ful adjustment to school,

not talking for him, dis-

cussing his worries about
articulation with him.

To isolate sounds that
are difficult and arrange
play situations where he
would use them.

To increase L's
awareness of visual-
tactile aspects of
sounds by emphasis

only.

To monitor L's fine
- motor skills thraugh

cutting, puzzles, draw-
ing, etc. N

L does talk frequent-
1y now using sentences to
communicate his needs and
thoughts.

L's  articulation has
improved.
L's  improvement of

articulation is an indi-
rect result of this.

fine motor skills
He can

l's
are age adequate.

draw a , t

He can cut a line, build
a nine-cube tower.

e —— T

- ———

COMMENTS

e e e e T e

FUTURE OBJLCT VES

L needs continued
support in this areq so
he won't regress.

L will need continued
work with articulation of
specific sounds.

L . will need continued
work in this area with
difficult sounds.

Continued work as appro-
priate to his age.




y

0BJECTIVES

. PERSOHAL/SUCIAL
A, With self

1. To understant own emo-
tional responses.

2. To understand enmoi ion-
a1 responses of others,

3. To feel safe.

4. To reduce anxieties
and fears,

A1Y done through con-

sistent clear limits;

discussions; reminders

that she was safe; ap-

propriate explorations
~of fears. Puppets,

books and own Stories
- about feelings,

2. To be able to make
transitions more
easily,

~Use of predictable
routings, concrete

QUTCOMES

LLiot-Pearson Children's Schoo)
Summary of Tutorial Work, 1977-74

Frequently discusses emo- To continue to feel con-
tional issues. petent and independent.

To have sense of mastery
and control over her en-
vironment. .

Feels safe.

Has developed greater
self-confidence.

Shows others what she is
Capable of doing,

[s able to make transi-  Contffued support in

tions much more easily.  making transitions. |
‘ "

references - calendar,

story at beginning and
end of tine; warnings
when change was

coning.

i
Q \} [
[

Full Tt Provided by ERIC.

ERIC

r
»

FUTURE OBJECTIVES

COMMENTS

Consistent 1init setting i
critical,

(larification, modeling and
reinforcement are helpful.

Reduce abrupt transitions
antl excessive change. Use
of transition objects is

helpful.

L9
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f.
-b.  Small Teachina Groupg

The small .teachinz groups bring together children with
similar abilities in particular areas. These groups mioht concentrate
- on language stimulation, fine motor . skills. aross motor abilities. or
-movement and music.” They are not exclusively composed of children with
special 'needs, although their primary objective is to help children in
a small aroup setting acaquire competence in an area of weakness.

“It should be noted that teaching aroups are temporary
aroups arranced to meet DKrticu]ar needs. They should be distinauished
from systematic abi].tV’aroupinc or tracking. Teaching groups derive
much of .their effeufiveness from their potential for 1nd1v1dua1izat10n
. Thus. a child with poo' tanguage skills but highly competent fine motor
"abilities need not be segrecated into a slower aroup for all of. his class-
room experience simply because of his 1anouage disability.

, : During 1977-78 there were five separate small teaching
aroups: three creative movement groups and two "making things" groups.
The groups met tuicg a week for forty-five minutes to an hour and were
led by the special needs resource teachers with uhdergradute“student
.support. These groups consisted of four to six"¢hildren. They were
mains4<reamed. A total of nine sﬁeciaW needs children received services
from the small teaching groups.” Children chosen for these groups were
those. who could benefit from small graup peer finteraction plus indivi-

_ dual at’wation. Problem- solving skills, gross and fine motor skills,
language deve'‘cpment and social/emotional development wers areas focused
on in the groups. One-creative movement group was offered all year.

Tws other movement groups met second semester. The makina things group
was given once each semester.

c. Home Teaching

In the fall of 1977-78 the Chi]dren 3 Schoo1 continued its
prcaram of home-based training, or intervention. Although some of the.
children who received home- based training continued to have tutorial

~sessions in school as well. the home program is desianed to be an al-

ternative to in-school tutoring (although stil1 only an dccompaniment
- of the center-based program). A total of nine special needs children
_received home teaching in 1977-78.

119
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The rationale for the development of tre home-haged
{(or, more accurately, home-and center-basec) crouram emerges largely
from the data concerning early intervention for high-risk and disag-
vantaged children. Numercus studies cite the presence of adequafe
opportunity and status for parental activity as the most critica)l
“factor affecting the early development of these at-risk children {(cf.,
Bronfenbrerper, 1974 Heber et.al., 1972; Xarnes et.al., 1970; Skodak
and Skeels, 1970). .

Furthermore, research indicates that parent-child, or
home-based intervention may have a catalytic effect on the impact of
greup intervention. That is, children involved in a home-based progras
are 1ikely to achieve greater or lorger lasting gains in the group pro-

gram (cf., Bronfenbrenner, 1974; Gilmer et.al., 1970; Radin, 1969). In
Bronfenbrenner's words,

The evidence indicates that the family is the
most effeXtive and economical system for foster-
ing and sustaining the development of the child.
The evidence indicates further that the involve-
ment of the child's family -as an active partici-
pant is critical to the success of any interven-
tion program. MWithout such family involvement,
any effects of intervention, at least in the
cognitive sphere, appear to erode fairly rapidly
once the program ends. In contrast, the involve-
ment of the parents as partners in the enterprise
provides an on-going system which can reinforce
the effects of the :rogram while it 1s in opera-
tion, and help to sustain them after the program
ends. (1974, p. 55) .

With this rationale in mind, the following plan of action has been developed.

a. Selection of children: based on need of parent for
support, ideas and general assistance; and on need
of children for more. frequent and intense tutoring
than that available in school.

b. Procedural arrangements: takes place in family's
home one hour per week; parent contracts to do
program with child daily for a minimum of ten minutes
to a maximum of one hour.

_ C. Personnel: tutors are either special needs resource
. : teachers or experienced students working under their
supervision. » :

d. -Program: objectives focus primarily on behavior in
the home; .whenever possible parental goals and ideas

1cy




T
1o owet’ opr omaderdals ozTeess, pezflante - othe tome
are trlrmdrralec intr anrertives

¢, Asgesgmertc  fzentigat 4o clisemaor assessment. it
2¥se Taciuzes otsemvation of parert-ocnili dnterzctiar
2mz observation of iz ir the nome,

T. Twpica! sessiont composar of greeting. review of
WSSh § miterials, fresentation ¢f mew material, onoor-
tunity for hilc arc Darent to Use new miterial
gerarz! conversation anc cusstions

¢. Hecorg-keeping: bo*th darents anz tutor keed records:
gither 2 3pournal or chare

R, Ivaiyation of child chapge: cevelopment of #k{1ls as
repertec by family, tutor anc classroom teacher.

i. _Ivaluation of family change: attitude of parent(s};
consistency of appointments; consistency of program
carried out in home; observations in the home; reports
from classroom teachers, -

o tach of the families and children that received home teach-
ing differed in many significant respects from other families involved

in the home teaching program, However, the elements identified above

— describe the structure of the prooram in general.

In Appendix 2 a sample tutorial.report of a child who re-
ceived tutorina both in school and at home is included. Every special
needs child ‘who receive: one-to-one tutoring or home teaching has a report
of this type prepared. A copy of the report is given to the parents and

-another copy ts placed in the chiid's file. The report aives a compre- -
hensive overview of the tutorial arrancemants, a'ssessments, remed{ation
activities and recommendations for further intervention.

A mcre anecdotal report of the goals, activities and progress
of one child receiving home teaching follows. This report underiines the
school's efforts to integrate the parent into the instructional process.

It also shows how a parent-based tutorial program can be designed to uti-
11ze an individualized exploratory approach to teaching and learning.

“Ronnie: A home-teaching report

Ronnie was idehtified &s showing some developmental lag
in the motor and language areas.” In thé fall his fine and gross motor
movements were particularly awkward. Since Ronnie's classroom teacher
specialized in music and movement, it was felt that home teaching might
best focus on fine motor skills, language development and behavioral
concerns raised by his mother. ' :

Aruitoxt provided by Eic:



[#4]
n

Rornie was tutores bv ome 0f the Special Weeds Resource
Teachers one hour per week for the school year. At each session the
mother, Ronnie and the Rescurce Teacher would exdlare two or three
materials or games together in the kitchen. The activities mast ofter
included a fine motor experience coupled with a Tanmquace or general cog-
nitive focus. Examples of acti{vities include cooking and menipulative
olaydoh, pegs and boards, stencils of numbers and his name, orinting,
a nut and bolt puzzle, sticker pasting, one-inch blocks and collage. Non-
messy activities were preferred by the mother ana this was respected.
Durimg the sessions lamguage stimulation was provided throuch modeling.
discussing the tasks and conversing amongst us. '

A major additonal part of our work was gemeral discussion
of the mother's concerns or communication from the school about Ronnie's
clessroom experfence and difficulties. Yopics discussed included toilet
training, ‘Ronnie's desire and need for a bed instead of a crib, his eat-
ing patterns, 1imit setting ideas and his behaviar in general. The
school a1so wanted Ronnie to have a neurological evaluation and conver-
sation about this took place in the home as well.

: A Ronnie made emormous gains during the year. These cannmot
be attributed totally to home teaching, of course, but i1t was clea y a
comfortable format for the mother, and it was enjoyed by all three
participants. : ’

Ronnie'¥ language development, as evaluated by the Gesell
and informally, has reached his chronological age. His cognitive skills
are age-adequate as well. Although he still exhibits awkwardness, motori-
cally he has grown over a year in a year's time. Ronnie -has also grown
socfally. He can dress and undress himself in school, he manipulates
buttons, zippers and buckles and can toilet and feed himself as well.

Ronnie has learned to express his needs verbally and his behavior is
generally within his control. :

: The objectives of the home teaching brbgram were apparently :
met. Ronnie has his own bed now and his mother continues with the actiy-

ities on her own. Recent evaluations on the Gesell and McCarthy indicate
exceptional advances in all areas. ) - '

d: _Problems and prospects for Other Direct Services

:  The tutoring program as a whbTéIseehed to benefit the _
children and their families. Many gains attained in the tutoring sessions

were carried over into their classroom and home experiences, as reported
by tutors, teachers and parents. '



£
o

However. a number of procedursl oroblems were encountered
with one-to-one tutorincg. . First children were sometimes reluctant to
leave their classrooms. For some. tutorinmg intruded on their time with
their peers. Second, the student tutors felt awkward trving to remove
children when- it was not natural or desired by the child. A third
problem concerned the addition of more adults to the classroom when

“the tutors arrived to take their children. Tutors often spent time in
the classroom before tutoring. thus increasing the adult-child ratio
beyond an appropriate level. Children were not qiven the option of
chosirgonot to go to tutoring.

For the small groups some children did not want to leave
their classrooms either. -After trying several sessions those children
were permitted to choose whether or not they wanted to continue in the

.group. When children dropped out others were choseq orSelected to come
in thetr place. ~

In the home teaching program service to one of the families
had to be discontinued because of lack of time on the part of the parent.
This child ultimately received tutoring work at school only.

- These problems will be addressed as follows:  Plans for the
future “involve a shift from one-to-one in-school tutoring:to.more home
teaching. Home teachers will be students from the Practicum in Special
Needs course 3s well as the Special Needs Resource Teachers and other
staff from Eliot-Pearson Children's School. -When one-to-one tutoring
1s indicated, it will primarily take place before or after the child's
class meets. - There will be exceptions to this, again based on the needs
of the child, concerns of the families and of the classroom teachers.

The small groups will continue meeting as they did this year. An expanded
creative movement program is being considered in which the Special Needs
Resource Teacher or students would go into the classroom for movement with
any interested children. Plans are to focus on a consistent core of

chiidren involved with the small groups; others will have the option
of panticipating_or not.

_ Coiftinued coordination with the classroom teachers, students
and families will be done by the Special Needs Resource Teachers to ‘
ensure continuity of the child's program:

4. Supplementary Services : .

ko other supplementary services are provided to children at
Eliot-Pearson other than the tutorial groups and small teaching groups
described above. Several speciai needs children received additfenal

A~
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services outside of school (e.9.. physical therapy. speech therapy.
psychotherapy). However, these services were not provided dy the pro-
ject. In 1977-78. both a speech therapist and a physical therapist con-
sulted with the staff of the school on an as-needed basis. .

5. Screening

The Children's School doés not perform screening per se. although
some screening is a natural outorowth of gur intake procedures. In gen-
eral. we try to interview children for admission who have a good proba-
bility being accepted to the program.

In the case of special needs children most of our intakes

result from referrals ‘from cooperating acencies. LEAs or clinics. A

oreat deal of diagnostic information is usually made available in the.
course of each of these referrals. Thus, it is possible for us to inter-
view very selectively for the small number of openings we have available
each year. In the spring of 1977 {ntaké was begun for the school year
-1977-78. - More than 50 non-handicapped children were interviewed for the
. 44 openings for new children (38 children were returning). "Of those
interviewed, one child was identified as a child with special needs (learn-
ing disabled, developmental.lag).

Since 12 special needs children were returning to £'iot-Pearson
in 1977-78 and only 18 places were available in all. there wa< room for
six new special needs children. More than 15 handicapped children and
their families were interviewed for these slots. The families of those
children who were not accepted were given suggestions as to other programs
in the area. Acceptance was based on type and severity of child's handi-
- cap, predicted mix with other children already accepted. availability of
. age-appropriate classroom, willingness of pdrents to participate in pro-
gram and geographic location“(Somerville and Medford receive preference).
We received more than 50 requests from parents and referral sources con-
cerning availability of places. Unforturately. we could consider only a
small number of these requests.

B. 'Slippaoes in Attainment -

. None

C. Spinoff Developments_.

1. Practicum with Speciak Needs Cthdren



For the past three years. the Practicum in Special Needs. CS
192 S, has been offered as a regular course in the Department of Child
Study. It will continue to be a major element in the Department's special
needs, curriculum. :

This course. taught jointly by the Special Needs Resource Teachers,
focuses on providing a practicum experience for college students with the
pre-school special peeds children enrolied in the School. FEach college
student works. with one spec1a1 needs child either in a home teaching

. The course emphasizes the School's developmental approach in working
with special needs children. The child's- strenuths and interests are
assessed as well as areas of need, and an 1nd1vidual program {s develop-
ed. In most cases the tutoring is home-based with\the involvement of the
ch11d s parents.

’ Topics addressed {in the course include informal assessment. in-
dividualization, ‘consultation with parents, 1imit-setting, and curriculum
development in addition to information on- specific handicaps. ‘Pre-school
programs serving special needs children are reviewed and critiqued. The
format for the course includes content and supervision. '

- fe
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. PARENT/FAMILY PARTICIPATION

A. Accomplishments

- 1. Rattonale, Parent involvement {s an fmportant aspect of .
the Children's School program for all parents in the school. Families
are not-required to participate {n the classroom, but are often asked
tcdée volunteer work tn the class and mey observe at any time. There
1s a Parents Organization which organizes activities for parents. These
activities include fund-raising, educational meetings and staff-parent
social activities. This year the School has provided a number of ongoing

discusston groups for parents both of handicapped and of nor-handicapped
children. : ~ :

, In general, in the case of parents of special needs children, a

number of principles guide the School's actions (cf. Gorham, et al.,
‘1975). First an effort ts made to involve parents as much as possible

in thelr child's program, from evaluation through classroom procedures.
Second, a realistic management plan 1s made part of the child's initial
assessment, and 1s then implemented with the help of the teacher and

special needs coordinator. Third, parents are informed of useful commun-
1ty resources and local parents organizations. Fourth, school reports

are written in clear, understandable, jargon-free language; these reports
are shared with parents during conferences. Fifth, it 1s made clear to
parents that no diagnosis 1s final and unchanging; diagnoses and labels

are useful only to the extent that they faciiitate teaching and remediation.
- They are subject to alteration as more is learned about the child. Sixth,
the parent is given assistance in thinking of 1ife with this child as an
ongoing, problem-solving process -- as 1s the case with non-disabled chil- .
dren., Finally, the parent is helped to recognize his or. her child's
abilities and assets, as well as the child's disabil{ties and deficiencies.
What a chtlid can do 1s as {mportant as what he cannot.do,

. 2. Direct Service. Parents of special needs children receive
direct service from a number of different staff members. The most contin-
uous relationship with parents is fostered by the child's teacher. Numerous
contacts between teachers and parents have taken place, including short
chats when dropping-off aor picking up children, telephone contacts, home
visits and conferences between the teacher and both parents. These contacts -
serve to inform the teacher of the child's history and adjustment to school,
to share the child’'s progress with the parents, to plan mutual goals for
the chtld and to share the parents' fears, concerns and preferences.

N

‘ A1i parénts.At the éhildren‘s School are invited to participate
in a variety of activities focusing on thelir children. Each teacher



arranges two or three evening room meetings to diszcuss the classirngm
program. Parent-teacher conferences occur twice a year at a minfrum,
although conferences take place as often as needsd. Parents are also
invited tn serve as assistants in the cldssrocm. Moot parents spend 4%
least two class sessions per year “parent-helping.” Our observation
booths are open to parents. four out of every five days. In addition. a
number of discussion groups for parents are offered. fach of these
services will be described in the sections that follow.

2. Home Visits. Inttial howe visits are mede by the
Special Needs Resource Teacher and usually the classroom teacher elther
during the summer prior to school entry or at the beginning of the schog!
year. The parents and child have already been to the school and have
met the classroom teacher and the Special Heeds Resource Teachers. A
visit Jasts approximately one to one and a2 half hours. This s a time
for becoming acquainted, asking and amswering questions and sharing
general ortantation information.

) b.. Individual Conferencing. Individual conferences occur
2t least twice during the school year. Conferences are held with the
classrcom teacher and the Special Needs Resource Teacher, sometimes singly
and sometimes together. ~e mid-year conference 1s usually led by the
classroom teacher. The of the year conference includes both the
teacher and the Special nceds Resource Teacher. Many of the families
request several conferences during the course of the year.

Another source of contact 1s frequent phone calls from the class-
room teachers and Special Needs Resource Teacher:d dealing with particular
- 1ssues, or. Just checking in to find out how things are going. Telephone
calls occur once or twice a month with each family.

: c. Coordination of Supplementary Services, Any additiona)l
services needed for the special needs chiTdren are arranged or pursued by
the Special Needs Resource Teachers. Services include speech, neurological
and psychological evaluations, confirming that speech therapy is being
proyided by the child's LEA as per -the educational plan, and maintaining
ongotng communication with outside therapists or agencies working with the
child and the famtly. Families are also. accompanied by the Special Needs
Resource Teacher to evdluations when appropriate. s

- d. Qut of School Placement. For children leaving Eliot-
‘Pearson, the Special Heeds Resource Teachers pursue a)l possible options
for the child. -The search begins within the city or town in which the
family restdes. Visits are arranged for the Spectal Needs Resource Teachers -
and the parents 1o see the classroom(s) that the town is suggesting for .
placement. ' If the placement is appropriate, the classroom and teacher are
‘written into the child's educational plan. Out of district placements
are also viewed 1f the town doe5 not seem to have the appropriate services
or 1f the parent is interested-1in pursuing a private placement. '

125




2, Parent Groups. Thers are three types of discussion

groups avallable at the ChiTdren's Sthool: gutded observation qrouss.,

5 3uppart group for parents of special needs children and tapic-oriented
clazsroom groups. Gufded observation groups occur twice 2 y2ar and ars

‘led by the Associete Dirzctor. Parents of esch of the school's fiys

groups are invited to observe thelr child's classroom on ¢ particular day,
Fallowing an hour's observalion, the group meets with the Asseclate Dirzctor
io discuss the observation. Topics that arise fnclude the school's philosn-
phy and currieulum, _h1l1d - child fnteractions, %eacher behavicr, the
retionale far the Integrated orogram and topics relazed to child resring.

The support group for parents of special needs children ments
bl-weekly under the quidance of the school's two specis) needs resource
teachers. This group 1s the only parent group in the school that is
restricted-to families of specfal needs children, The purpose of this
group 13- to create » non-threatening envirorment in which parents can
espress and explore their feelings about being parents of hand{capped
children. [Issues are approacked 1n a supportive ganner and the group
‘leadars take extreme cars that all individuals participating -in the group
fee]l listenad to and respected. Although “problem-solving® in orientation,
~the group nevertheless fulfills a therapeutic function as well.

For 1977-78 two support groups were plarned: one for the
fall semester and one Yor the spring. The group's purpose, scheduyle ang
format was discussed with cach of the families during the horme visits in
July, 1977, Parents who were interested were asked to cosmit themselves
to the s1x sesstons either fall or spring, as continuity 1s considered
very impcrtant for developing trusting relstionships within such e grous.

The meetings were scheduled for alternate Tuesday evenings frosm
7:30 - 3:00 P.M. The Spectal Meeds Teachers co-led the support groups.

The session began with an activity that would acquaint the
participants with each other, or would help focus on the feelings of the
moment., As the activity was discussed, concerns from the previous two
weeks, current problems and thoughts would be expressed and the seasion
would respond to these and other topics. It %35 open-eénded. Occasionally
articles were distributed that related to tepics discussed in a session.

Ouring bath the fall and spring ué discussed both s§h001~re3ated
concerns and family-related concerns, School {ssues included discipiine,

carpooling problems, toflet training, scapegoating experience, and growth
seen in the children,

Home-related fssues were the most involving and included the
effects of having a spectal needs chiid on the marriage, the need for hope,
negative feelings towards the child, feeling {solated, difficulty

G,
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re-defining erceslaliony, reaclivey of siners ffamily  frfersds, slrgngers)
153wer nf desth andd wore. ¥ shared many profound roneerfstiong trat
setmmd To Pelp each rember feal ess alone snd gdramed of come of tra
fealings. Some mempers of e group becsva friesds end Mad tootact e
Leggr sessicas. Two Tanilies dpent Crristsmas logetrer,
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>
Iro brgtng W find placemenls for thelr chtidren for tre coming o)
year.  Trx lransition from £11ol-Prarvan %o sublic nohonl mes nevs
1
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During the spring semester, somme of e fariiles Letamw inen]yed
ol € o)
ne

enyirorment snd g0 o the larger, often harsher world of tre punlic scres?
Thts oroblem 135 compiicated Turther when the cnild hat specisl resds

This facl, sdded to e pain of separalion waues the transiltion for
parents & A17f1cuit ane. Az some of the familles were experianzing thi
trengidicn the supporl grous’s one often bcswm angry: angry 2% seln.
strzaming. sngry at tliob-Pearson or angry st their cnfie,  Anger 14 part
of the gparation process, Just 33 3+4n25s ard snxtely are.

: In 1972-73, the supiort group for parents of special nesds chtl.
dren wiil be continued, [t will sgein be offered in 2wn seciions, Gme in
the fail and one in the spring. Ore parent from each Tamily will be re.
culred 20 participats ezither in the fall or the soring, The sehool has ,
come 0 Delieve that the groups are 30 fzporlant ard supportive for fasiiier
thal syarynne shouid have an opportunity o participste,

A hird type of group 15 the toplc-oriented zisssroom group or
didactic group. These Groups are osen Lo the parents in a particular
clasiroom and tske place approzisately three Limes per year. The Ggroups
are mainsiresned and led by sthool staff rewders with occasional “guest”
participstion. Exarples of 1ssues ¢ealt with fn thess evening sessiens
sre: :

the transition from three W four year 57d behsvior:
plans for future schooling,

carry-over of the school progras 1o the rooe,
wrkshop on making toys with youf znhfldren;
‘separation 2nd child-rearing fssues,
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Frequently, discussions aboul mainstresaming Issues ake place in these
seetings. The school staff has coee to prefer this formatl over the Jarge
all-school meeting formal becsuse of the greater intiracy and sense of
-commitwent offered by the group of pzrents fron the sa=e classroom,

3. Advisory Council. The membersihiip of the project Advisory
Council 1s iisteqd below, ATl mesbers of -the council are parents in the
Children’s School., The selectios of this group of individuals, rather than
& Council chosen largely .from outside of the school population ts deliberate,
The Project Dtrector and other school staff and Department mesders have
sufficlent contécts so that easy access to resources can he made. The
Advisory Council, on the other hand, fs in ap excelient position to advise
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ITT.  ASSESSMENT OF CHILDREN'S PROGRESS

A. Introduction

ThroUQhout the period of the demonstrat1on proJect the developnment
of assessmeént procedures for evaluating children's progress was a h1gh
priority. The documentation and evaluation of children's progress in the -
open-structure classrooms at Eliot-Pearson is very complex. These class-.
rooms do not lend themselves readily to typical forms of assessment:via

behaviorally-observable objectives. The program in each classroof is :
“highly individualized, non-standard and created by the teaching staff--not
prescribed by a pre-established curriculum. Persona]/soc1a1 issues~--which

are notor1ous1y difficult to document and assess——fonn a prwmary focus of
'the school's program. :

Thus, a varrety of approaches or méthodoiogies'were developed,
modified and implemented by the Project. Three approaches to program impact

were utjlized: a qualitative approach, a quantitative approach, and a m1xed .

measurement approach. In this section each of these orientations will”be
_ deschhed data will be presented, and contlusions drawn

The three approaches stroﬁg]y support one another. Indeed, the
mixed multiple medsure approach is, by definjtion, an integration of
qualitative -and quantitative methodology.. It was not until the conclusion
- of the third year of the project that this design became clear and workable.
Thus; the discussion of the mixed multiple ‘measure apprach is less specific
than the qther two approaches.: Jn this report,. this methodology is pre-

- sented in a chapter -entitled "Assessing the ef‘ectwveness of open classrooms
- on young children. with special needs," to be found in Section 3 below. - -
8. - Accomplishpents ' - . ) S o)

e R

| /,I/Ifju/aﬂ/atwe Methodo}ogy ,
Individual Ch\$d Progress Reoorts In the E11ot Pearson pro— o

gram the organic approach* to 1nd1v1dua11zed curriculum development that is
rel1ed upon -particularly hinders efforts at concurrent documentation’ of
classroom performance. In.this approach teachers make instructional deci-
sions based on information dcquired:in the teaching - learping ‘protess.
" Thus, although teachers will.usually be able to identify in advance goals
and objectives for working with specific‘children, the actual strategies -
~for implesmenting thesé objectives may be radically altered once the teacher
begins to interact wzth the child. As a result, most documentatwon of -
child performance must be accomplished retrospectively. Since teachers
.continually modify their teaching strategies with individual-children, this
" approach makes quantitative analyses of children's classroom progress -~
relatively insignificant. In contrast, retrospective documentation of
children s classroow behavior serves a qua]1tat1ve purpose of affording an
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outstanding-insight into the actual teaching - learning process.

The goals and subgoals of the ma1nstreamed classroom program for
handicapped and-non-handicapped children at Eliot-Pearson overlap. - The
retrospective documentation of children's classroom activities clearly

indicates this. The documentation format in use at Eliot- Pearson 1nc]udes
the following: ‘

a. Goal: . A general statement revea11ng assumption concernjng
. the expected outcomes of the program S\

b. Subgoal: Statements wr1tten in genera] terms that relate to .
the overall goals. q

c."stessment Base11ne descript1on-data that enable the
+ Teacher to set Spec1f1c outcome objectives.

d. Outcome Ob;ectives Specific behav1ors or expected resu]ts
which the program is to achieve, The" ucmevement of these
behaviors serves as the criterion for the. success . of the
classroom expe.%ences or activities.

e. Act1v1t1es: Experiences that re]ate to some aspect of
reaching the outcome objective.

. f. Record-Keeping Procedures: A means of 1nmed1ate feedback.
<, Different obJectives may call for tota]]y different record-'
keeping fonnats ’ :

g. Eva]uat1on Ev1dence that the ch11d has/has not ach1eved
:the outcome object1ve

7. h. Next Stegs: Further p]anhing closely related to eVa]uation.
Some examples of subgoals and outcome objectives follow (c]aSSroom act1v1t1es
- will be discussed next). ' These -examples illustrate how relatively complex
" and abstract concepts (e.g., ego development, competence, feelings of self--
~worth) can be trans]ated 1nto spec1f1c c]assroom objectives.

“Insert Tables-1-3 Here
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 Table |

GOAL

2. To help child feel comfortable
‘in a group setting.

3. To assist child in“deVeloping role
flexibility in relationships.

4. To help child leam to talk directly
" to another child, without using an
adult or non-human (doll) interme-
diary.

5. To teach the child to display ap-
propriate affect with peers.

6. To enable child to share people
. with whom he has relationships.

17,10 help. child with speech limita-

ticms to nake a- friend

W

‘Personal /Social Development
SUBGOAL To increase positive interaction with | To develop the ability to express one's
- peers. fee]ings
. \‘ .
| OUTCOME | 1. To help the child acquire a friend | L. To learn to express anger verbally,
| OBJEC- by playing with other children in elininating inappropriate affect.
TIVES ‘the ¢lassroom, .-

2. To encourage an impassive child to
express verbally appropriate anger.

3. To encourage the verbal expression of
feelings and'toncerns about sharing.

1 4. To enable a child to express feelings

stmmmh

5. 1o Amprove a child's vocabulary and

“repertoire of feeling-oriented experi—
ences,

‘6, To éncourage‘the'use of specific mate~

rials as creative media, rather than
objects of aggression.

Selected Outcome Objectives in Personal/Social Domatn |




Table 2

)
o : /
GOAL Cognitive Development | //.
| ; /
SUBGOAL | To increase exploration and magtery To improve pre- reading and early read-
| of abroad repertoire of curriculum ing skills.
experiences.
OUTCOME | 1. To help child utilize Fantasy o L To acquire tdentity of "a reader."
OBJEC- |- play in order to deal with fami~ |
TIVES ly/social interactidn. e o 2. To 1mprove overall auditory dis-
A i/ crimination |

2. To engage child Ln active ecien~/“

tific investigatdon S 3. To improve child' s understanding
/ , o  and use of story sequence

3. To involve child {n aand activi- |

- ties for simple exploration and
purposeful play, |

4. To involve child in ' messy curri- S
culum experience - |

5. To involve child with areas and
materials he usually avoids.

I
I .
Selected Outcome Objectives in Cognitive/Developmental Domain

Ll

|
|
|
|
|
|
|
|




“ Table 3

\ Motor Development

2. To teach child to jump from low
step, reuaining upright on both
feet. :

3. To teach child to hop, skip, and
Jump. . ,

4. To develop a repertoire of produc-
tive outdoor activities.

-5, To encourage body awarenees and

smoothness of movement through
experience with creative move-

GOAL
SUBGOAL | To stimulate gross motor development. To imwprove fine motor abilities.
OUTCOME | 1. To foster mastery of gross motor . To help child feel competence and
OBJEC-- 8kills by decreasing timidity and comfort with fine motor tasks.
TIVES increasing invoivement, | ‘

. To teach child to held and use
- scissors.

+ To teach child who cannot stand un--
| supported how to use a hammer.

. To help child succesefully trace

over letters in name.

. To iiprbvelghild'g control for writ-

ing letters.

iT

R

P

"“Selected Outcome\Objectives in Motor Development Domain

. y N
| Ry
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In the f0110w1ng charts, these goa]s, subgoa1s, and outcome objectives
are utilized in the case of specific children. It should be noted that the

_actual” choice of instructional strateg1es will result from a variety of

tlassroom features, e.g., the child's’ interests, teacher's interests,

available mater1a]s, classroom spatial arrangements, other children’ present
etc.

BT S




[NDIVIDUAL CHILD OBJECTIVES

Ann

Teacher's Name _

(hild's Name - Jessica

. Jessica will at-
tend to the des

tails of her wark

instead of doing. | .
" 4t carelessly, . |-

~ Just to get it
. done, *

i 4.‘.Jessica will under- '

. stand concept of
addition and be

~ able to add 2 one
-digit numbers using

“objects as props. |

COAL * | PERSOHAL/SOCTAL COGNITIVE - MOTOR
To foster ego develop{ To improve math and.. - o
A ment that validates pre-math-skills and Develop fine motor skills
SUBGSAL - | Jessica's true feel~ | interest. . | | |
| ings and capabilities,
1. Jessica will be | 1. Jessica will spend 1. Jessica willibe able to
able to express | more time with ore-| . cut accurately along a
|  her feelings with- math materidls. curved 1ine, |
i - out teasing. _ S | I \ :
| OUTCOME ST 2. Jessica will under<| 2.7 Jessica will' be able to
| OBJECTIVES | 2 Jessica will be stand concept of steady her grasp of a
B able to admit that number represen- writing tool to write
she can't do some- tations. more evenly,
thing. o | |
- . 3. Jessica will under- 3. Jessica will be able to
. Jessica will ask stand proportional | sew two pieces of cloth
for-help from a- and conservation together successfully.
child or adult. retationships. : . =




INDIVIDUAL CHILD OBJECTIVES

OBJECTIVFS

murifcate without
or slang.'

Related subgoal:

To help Jessica deal
with family expecta-
tions to be a young

Y adult-4 a high achie- |

ver.
1. raise family con-

problem,

nonsense phrases

sciousness about the

C‘hild:s Name‘_* JESSiCd, Dage 2 Tegcher's Name- Ann - _
GOAL | PERSONAL/SOCIAL | COGNITIVE MOTOR
SUBGOAL Develop gross motor ~ expaqd.
- gross motor repertoire.
| 5. Jessica will | 4. Jessica will increase
" accept affection | kinds of activities dhe
& regard for her, explores outside:
S as she is. | a. more climbing
" OUTCOME S b. running
6. Jessica will com- c. Tearn to catch a ball

. .Jessica will shew more

expressiveness ¢

~ her creative movement.

lazg |

T e s ——




,\ INDIVIDUAL CHILD OBJECTIVES
SN C

Child’s Name Fddie L X Teacher's Name Amn S

GOAL | PERSOMAL/SOCIAL GOGNITIVE MOTOR

Gy T ——— i ——————— b

To foster égo identity| To increase ability to | To impreve fine motor

SUBGCAL as a leader rather | attend in order to coordination
- ‘than a follower, - | foster mastery of cog-
| nitive materials &
1. skills.
1. Eddie will make 1. Eddie will playa | 1. Eddie will be able to cut
choices indepen- lotto game from be-| - 2 strafght l1ne.
dent of his- .| ~ ginning to end.
| frfends. - | 2. Eddie will be able to
" ODTCOME. | | 2. Eddie will complete|  control ,
" OBJECTIVES | 2. Encourage Eddie's | - = @ puzzle. a pencil and improve
|- participation in. |- \ S - accuracy of drawing
Jeadership roles | 3. Eddfewilldoa |, ability.
in dramatic play. drawing with atten-| |
activities. ~_tion to detafls. | 3. Hewill learn to use

‘ | . . more complex carpentry
3 Eddie will show 4. Eddie will partici-|.  -tools - develop skills to

pride in his pate in more groups build a mu1tifaceted:
|  achievements and | “structured to teachy  project. - o

;abilities. -7 askill.




CChildis tame

Chiris

TDIVIDUAL CHILD OBJECTIVES

e s
Tenchor s N2

nlyd

GOAL

-

PERSOTAL/SOCIAL

COCNTTIVE

MNTOR

— RN TR mvRUTR or ra Te—

Chris will be able to

~To develop liqquage

|
|
l

1 To {mprove skl]ls that Chri
disability makes difficult

o

“thus reducing the
number of frus-
~tratfon responses.

2. Chris will react
pesitively to his
tutoring time.

aggressive in peer
relationships &
extend .his rela-

“ tionships beyend

~ "one best friend"

Chris will be more-

hension.

Chris will speak
slower and arti-
culate more clear-

ly.

SUaoAL accept his handicap. skills. N
without embarassment, ' o for him.
1. Chris will be able | gheis will mprove | 1. Chris w1l grab some-
to talk about the word finding skills,  thing handed to his right
feelings associa- | 1 band with“his right hand,
- ted with being. 2. Chris will be able :
" OUTCOME - unable to do some-t 45 ging a whole | 2. Chris will be able to
OBJECTIVES | thing physical - seng7With compre- run while carrying an

object.

Chris will be able to
skip & hop on one foot.

Chris will be able to
jomy from a 3 foot plat-
form.

Chris will be able to.
grasp a crayon to write
his name clear1y !

i




[NDIYIDUAL CHILD DBJECTIVES

CChild's Name  Stagey o Twncher’sase A e
coaL | PPRSOTAL/SOCTAL | COGHITIVE 3 TR ’

To increase feelings | To improve expressive | To develop gross mptor

SUBGOAL, of competency and ,Xanguage skills and aqgility and Positive feelings
self-worth . oster appropriate use | about her body.

D | of qrammar,

T Stacey will ape | 1. Stacey wi1] respond 1. Stacey will no Tonger
proach a task, for verbaily rather use physfcal 11iness to
which she has the _than non-verdslly gall: attention to her-
skills, with con- to questions, self {although a person-

fidence-rather al-social_qoal, it re-
" OUTCOHE ~ than ask an adult| 2. Stacey will use lates to using her body
ORJECTIVES | . to do it for her.|  appropriate pro- more successfully)
' nouns.

2. Stacey will use | 2. Stacey will mave ex-
dramatfc play ex- | 3. Stacey will use pressively in a move-
periences to model appropriate verb ment qroup.
an older child or forms. A ,
adult, rather than | 3. Stacey will increase her
be the baby. 4, Stacey will con- ~ repertofre of outdoor

| o o sistently use sen- | activities-run, ride
. 3. Stacey will at: tences. longer than | bike, climb, -
tempt to respord ~four words.

to questions asked
of her 1n group
time, rather than
- say "sothing"{thig |
1 is also related S ;

-y
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* OUTCOME
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Stacey will follow
fngtructions with
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stand the essence
of & story told at
group time,

Stacey will simg
a whole song and
understand all the

- owords,
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PREIVIGAL TRILD QBMETTY

Chitl s Yaxe danty | Cesthoe’s Same _M_Q -
EAL FERSYIAL/SOCIAL ;j Goinivive e ;
| o . ) 5 N o
- To develop ego stren- o develop ddealify 4t Gross mtor -« To deveiop
i 4 ddenatity &5 @ corpelent

- teadership without |
always having 10 be o
W,.m: center of stiention
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'i _ X B P -
spgcoal 1 9Uh to experience 2 Treader” Sathlpter

, “sthipte” i

' | ' |
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g Cdende i1l be able| 1, Jamie will sound . e rope
1 Hsten to other out words phonslic.
in-4 gragp without my, 2. dat &l
interrupting,. L '
T OUTONNE 2. To Incresse sight | Got basketdall the
ongserives | 2, Jamfe w17 not recognition by 25 ¢ hysket,

I explode” when - wards, | |
- sceething bothers &, Ride § 7 wheetler,
L hineedT develop [ 3. Jambe will be able |
L skilis to deal with to read 3 whole. | Fime Mator -~ foster. in-
" corn.f Het, boot, ; dependencn in aresy of
interest

=)
Tt

A A L RIS 5 Sartet ALY,

3, Jani will me 4 A, Jande wil) wrtte ‘ ,
Teadership in sore of his own . Use & drill fa carpentry
sharing his wealth storfes, ; S '

. of knowledge, . "2, Use a sexlng machine

1 R | 5, Junle will be adje | | - |
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cipate in more spell words, S :
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Aruitoxt provided by Eic:
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BoCumentation process can be seen in the Yoliowing

iltlustration. This example shows how the program planning procedures
descritred :n the

out the ¢

i

aa i

ities descerd

pre“§0U’ section are pul into practice.. Although the

bed in this case can be implemented continuously through-
%L%STGON schedule, other examples could be presented that would:

appropriazte for only @ 5ﬁPcifﬁc part of the classroom experience.
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friend.
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1.

2. Read books to Jay about other children making friends, e.g
Will You Be My Friend? and New Boy at School. ,
ExpTain to other children that Jay has a hard time speaking,
so they will have to listen extra hard to him.
4. Act as neutral referee in a dispute, interpreting for Jay how
- he is feeling and helping.the other child understand what he
“is saying. .
5. Set up nonthreatening situations where Jay is placed with
another child and can start to relate to the other child, e.g.,
washing the paint pots, pushing another child on a swing, helping
an injured c¢hild with a bandaid. o
6. Have tutor arrange for Jay to invite another chiid to his tutorial
sessions. :
7. Pass aldong names of children who would make good friends for Jay
so mother can arrange social visits outside of school.
Show and point out to Jay ways of making friends, e.g., by
helping, by sharing, by listening.’ :

2

[

m.

. Record Keeping Procedures:

1. Team meeting to report on incidents with Jay--their successes
and failures, '

2. Anecdotal records. : , -

3. - Meetings with tutor to set up tutoring with a friend.

4. Contacts with mother to keep her up to date on friendships.

Evaluation: .

1. There is’an improvement in Jay with respect .to his peer relations,
but-this program,needs to be repeated. . _ '

2." Tutoring went much better when he worked with another child.

3. Jay has-started to realize his limitations and pernaps will
soor learn to ‘live and cope with them.

. Hext Steps:

N N Repeat program uncil Jay is confident in his ways of -dealing with
peers and friendships, : ‘
This example gives some indication of the type of classroom activities

that are ufilized to implement the outcome objectives. These activities
. -are usually open-ended, non-deficit oriented, appropriate to a number of
.specific dbjectives, and relevant to the child's interests and abilities.
The process of retrospective documentation, while Jimited in terms of its
- dprmative assessment value, is however, extremely valuable as a farmative

tpol for teacher planning and for the establishment of future goals and
objeltives. : :

o °
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Tutorial Program Qutcomes. In Section I, under Other Direct
Service, the one-to-one Tutorial Program was described. Included among
the individual summary charts for each child is a 1ist of objectives and
outcomes. These objectives are generally more’ spec1f1c and concrete than’
those ut1]1zed by the c1assroom teacher. '

_ _ The charts 1nd1cate that a ma30r1ty of the outcomes established for
each child was achieved. These charts thus represent ev1dence of children's
progress in the. cne-to-one tutorial program

2. Quant1tat1ve Nethodo1ogy

A second approach, to eva]uat1ng the impact on 1nd1v1dua1 children
of the Eliot-Pearson progrgm was utilized in 1977-78. This approach was -

two-pronged: it involved the collection of normative data by means of the

‘McCarthy Scales of Children's Abilities and the acquisition of naturalistic
'~ data through use of a classroom observation format. These two instruments

were designed to reflect the expected impacts or outcomes of the program.

The expected impacts are, first, that integrating handicapped and
non-handicapped children in the same pre-school program will result in
improved competencies in social-interactive behaviors as exhibited by the
special needs children. This-improved social competence should lead to
increased acceptance’ of the handicapped children by their peers as repre-
sented by increasing frequency of spontaneous contacts among handicapped
and non-handicapped children which are of longer duration and greater com-

plexity, e.g., reflected in cooperat1ve rather than isolated or paraliel
p]ay patterns.

A second expected outcome of the program is that the Eliot-Pearson
program will increase the inter-personal, intellectual and motor skills
needed to maximize school success.

The observation format is designed to record competence in inter-
personal relations. Teachers' retrospective reports, as well as documenta-
tion from tutors are utilized as a means for charting children's progress
in intellectual, motor and perSona]/socia1 areas. The McCarthy scales also
contribute to th1s assessment by serving as summative validation of these
records of children's progress. A description of the McCarthy Scales- and
the observation measure--their rationale, procedures and results--follow.

2.1 McCarthy Scales

The McCarthy Scales of Children's Abilities, MSCA (1972) is a test
used to evaluate the level of cognitive funct1hn1ng -of young children ages
2-1/2 to 8-1/2. It it a standardized norm- refe?gnced test which covers
an age range-unique to comparable cogn1t1ve tests\for early ch11dhood
Its pr1mary purpose for this study is summative evaluation.

\
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On the McCarthy Scales, scores are obtained from among eighteen
subtests of mental and motor ability, which are subdivided into five
scales. These include Verbal (V), Perceptual-Performance (PP), Quantita-
tive (Q), Memory (Mem), and Motor (Mot). A sixth index, General Cognitive
"(GC), is a cumulative score derived from the verbal, perceptual-performance,
and quantitative indices. A scale or standard score with a fixed mean of
50 and a stzadard deviation of 10 is converted from the raw score the child
receives for each of the five indices. A similar conversion procedure is
performed for the GC Index, but for this, there is a mean of 100 and a
standard deviation of 16. Al1 scale scores take the child's chronological
age into consideration; thus, the resultant scores are a reflection of a

Tevel of functioning comparable to a samp1e of children the same age as the
child be1ng tested.

Reliability information for the McCarthy provides evidence to
support internally consistent and stable scores for all scales and for
all age Jlevels considered on the standaridzation sample. Split-half
and test-retest reliabilities were used contingent on their appropr1ate
applicability for the individual subtests, Average coefficients ranging
from .79 - .88 were obtained for the five-subscales. The General Cognitive
Index has an average coefficient of .93 indicating'a high reliable estimate
of a child's general level of functioning on this particular test. Validity
information is limited, and a recent study by Kaufman and Kaufman (1077)

sugge$ts that further research.on the re1at10nsh1p of the GCI to IQ is in
.order, _

- a) Rationale: The McCarthy Scales was used in a pre post
test assessment format to document the impact of the Eliot-Person program
beyond what.could be expected from developmental maturation alone. It was
‘anticipated that the cognitive-developmental approach in curriculum and
teacher involvement would effect @ greater than expected change for the
special needs populatior>~ A norm-referenced test provides a well-standard-
ized and systematic presentation in the present case because of the diffi-
culty of Tocating an adequate control- sample for the targetted'special
needs population. The McCarthy Scales, in addition,.was chosen for its
age range of 2-1/2-8-1/2 years. Spec1a1 needs children in a preschool
population can be represented throughout the skill abilities afforded by
the age levels of this test

b) Subjects: The population was comprised of 18 children
with special needs and 18 non-handicapped children contrglled for.sex,
race, and school class. The control group reflects the obvious d1ff1cu1ty
in this type of study, in matching children for hand1capp1ng cond1t1on and
age e
Testing was scheduled for an October pretest and an April-May
post-test. The examiner attempted to test the entire samp1e of 36
. children of which only 31 children- cooperated in receiving both administra- -
tions. Seventeen children in the non-handicapped group participated with
one child refusal for both sessions. In the special needs groups fourteen

-
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~children received both tests. A child refusal, a parent refusal, and two
children whb were blind and for whom this test was inappropriate accounted
for the decreased sample.size. Two of these four children were able to be
tested in the spring but these results were not included in the present
data outcomes. The final results presented in this section represent ‘14,

special needs children (Group I) and 17 non-special needs children (Group
II) who received the fall and spring tests.

c) Results: Results from the MSCA testing include compari-
sons of the major indices.

Mean chronological and mental ages are presented in Table 4 for
both groups. The average chronological age for the October testing was
4 years 5-1/2 months with.the special needs children approximately 9-1/2 |
months older than.their counterparts. Group I ages randged from 35 months
te.81 months (mean=58.5) while Group II ranged from 38 months to 65
months (mean=49 months). The May testing yielded a mean age of 4 years
11-1/2 months across all children with the range of ages reflecting the
6-6-1/2 month time lapse between test administrations.

_ Gaihs*ﬁn mental age are evident-across testings for all children.
Group I showed a group average increase of 4.4 months while Group II had .
-2 10.00 month mean group*gain over time. . With an average of 6.3 months .
“ time between testings, the special needs children progressed at a 70%
rate which is approximately 3/4 month for.each month of the calendar year.
The non-special needs group showed an average of 1.6 months growth for

each 'school month.. Thus, Group II progressed at about twice the rate of
Group I. ' : - '

. Across all children, the mean gain in menta\ age was 7.48 months
for the 6.3 month period of time, indicating a 1.2 mowth growth greater
than anticipated from maturation alone, assuming the e pectation of a
month per month gain. : : v

. \ _ 5

. S

Insert Table 4 Here \V//e”

. A comparison of scale scores is. presented in Table 5, showing means
and”standard deviations for the indices by -separate group and by the whole
group of children. The motor. index mean does not include the two physic- -
ally handicapped.chiidren in the special needs. group. ’ :

Insert Table 5 Here

Table 6 delineates the descriptive classifications for all scale
indices and the General Cognitive Index, referred to in Table 5.

Insert Table 6 Here
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Tabie 4

Mean Chronological and Mental Ages

115.

ALL SUBJECTS SPECIAL NEEDS | NON-SPECIAL NEEDS
CE N=T4] (N=17)
Pre Post Pre Post Pre Post
Chronological
Age v
* Mean 53.38 | 59.64 |58.6 | 65.1 |49.1 55.1

S.D. 10.99 | 11.40 | 12.0 12.1 8.1 8.7
Mental B |
Age : ~

Mean 49.70° | 57.19 | 43.7. | 48.1 " |54.6 | 64.6

5.D. 11.87 | 13.16 | 10.4 | 9.5 10.8 10.9

,,4] 3
- é\-"i’;} 5\, =




“h " - " | . . * » 1]6-

, - Table 5/
Pre-test and Post—tgf ‘

Deviations ’/f;o

A7
s
o | | 5
© AL/ SUBJECTS ~ SPECIAL NEEDS | ~ NON-SPECIAL NEEDS
. oo IN=3T) | (N=14] (N=17)
Index éﬁégﬁﬁﬁre ' Post Pre Post . Pre’ ‘Post:

Verbal - o ) - : :
Mean | 48,35 52.29 37.57 | 38.92 57.23 | 63.29
S.D. 14.59 15.90 | 12.78 | 11.65 | 8.99 | 8.88

Percept. b | | :

Perf. S
Mean 45.58 47.09 34.78 | 36.28 54.47 | 56.00
S.D. 13.56 |- 14.71 10.29 | 12.48 | ~8.53 | 9.63
Mean 47.19 | 46.42 38.92 | 35.64 54.00 | 55.29
5.D. _ 11.69. | 14.13 10.12 | 11.68 {. 8.00 8.84

.Gen. Cogn. . _

Mean 94,22 97.80 | 75.00 | 75.50 | 110.05 |116.17
$.D.- 23.30 24.95 19.62 | 17.34 10.75 | 11.35
Memory , " : :
Mean 44.48 48.29 | 35.93 | 35.71 51.52 | 58.64

S 11.78 15.25 | 10.94 | 11.54 6.82_| 8.69 -

- Motor - ©(n=29) | © (n=12)
Mean . |43.58 | 42.17 | 33.00 | 31.75 | 51.05 | 49.53

.S.D. 12,06 | 12.47| 8.13 | 9.80 '8.10 8.21

150
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Table 6

MSCA Ability Levels*

. : vescriptive Corresponding GCI

Scale Index Classification "~ Range

69 and above , Very Superior - 130 and above

63 - 68 © Superior 120 - 129

57 - 62 : Bright Normal | 110 - 119

44 - 56 : Average 90 - 109

3B - 43 - pul1 Normal 80 - 89

2 -3 Borderline - 70 - 79

31 and below " Deficient - 69- and below -

£

e “A. Kaufman & N. Kaufman, Clinical Evaluation of Young Children in-
thé McCarthy Scales. New York: Grune & Stratton, 1977, p. 115,
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Paired t-tests were performed on the means obtained by all
“the children, comparing pre- and post-testing as displayed in Table 7.
Significance tis shown.on the Verbal and Memory Scales with a high degree

of significance indicated on the General Cognitive Index. The Perceptual-
Performance and Motor Scales show a general. trend toward meaningful differ-

ential gain over time. Number ab111ty was the only index that showed a
high resistance to change

Insert Table 7 Here

Figures 1-6 show the frequency distributions for orer and post--
test scores by MSCA index presented by group. A1l figures may be found
- in Appendix 4.

2.2 Classroom Observations

An observation instrument developed by High/Scope Educational
Foundation (Ypsilanti, Mlch1gan) was used to assess the emotional tone and
the social-behavioral-interactions of non-handicapped and handicapped child-
ren and their teachers. The system was specially designed (Ispa and Matz,
1978) for monitoring specific behaviors observable in integrated class-
rooms. This instrument was selected to_be used at Eliot-Pearson because
of the similarity between the project's educational philosophy-and that of-
the H1gh/Scope classroom where it was developed.

-~ a) Format. The format of the system 1nc1uded frequenc1es
of certain behaviors observed during a twelve minute observation period.
The child was observed during free choice or outdoor activity time, either
of which may have included a small group teacher-directed activity. Forma]
class group. meet1ngs were excluded from. ‘the data co]]ect1on

. An occurrence of a behavior was recorded on a single code sheet
containing a checklist of behavioral categories. A behavior was noted if.
it occurred. once during the initial thirty section segment of each minute;
the subsequent half minute was allocated to record the bebehaviors observed.
The observer used a stopwatch to track the thirty second “observe" and
"record" periods. A spec1f1c behav1or was not marked more than once for
any th1rty second 1nterva1

Except for "tac1a1 express1on,"’eath category denoted to whom the
behavior was directed or from whom the behavior was received.. These
‘included any interactions between the target child and nonhandicapped
classmate (NH), handicapped peer (H), and teacher (T).. A single. frequency
was recordea_tor each interaction with these three groups for-each 30
second observation unit.

, Inter-observer reliability ratings were performed at random
during each observation period of six weeks. The origina]-trained
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Paired t-Tests Comparing MSCA Indexes Pre- and Post-test

1.18

Mean - -
Difference T :

Scale Index to-t; Value . Probability
Verbal -3.93 -2.31 .01*
Perceptual -1.51 -1.37 .09
Performance '
Quantitative 77 67 .25
General -3.58 -2.49 .005*
Cognitive :

| Memory -3.80 -2.37 Lo”
Motor (n=29) 1.41 12
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observer and another observer collected all the observations. The trained
observer joined the second observer for reliability checks for a total of
thirty observations during each data collection period (Total N = 144

observations per period). Reliabilities ranged from .81 to .98 for all
of the included behaviors. . :

'b) Description of Behavioral Categories: The following is
a list of the behavioral categories as defined by the High/Scope Foundation.
Definition of the behaviors were followed as closely as poss1b1e by
Project LINC staff. A few adJustments were made, however, and are noted
by an asterisk. The -High/Scope instrument or1g1na11y included more cate-

gories; the modified form was used at Eliot-Pearson. A copy of the form
that was used follows. ‘ ‘

c) Categorie 2

FACIAL EXPRESSION: To be rated according to a.7-point- sca]e angry
yelling, crying, with tears (1); whimpering, whining, no tears (2);
downcast, frowning (3); neutral, sober (4); brightening, fleeting

.qmi1e, and/or"singing (5); broad smile (6); and 1aughing (7).

- The rating to be recorded for each 30-second-interval is to be
indicative of the most 1ntense affect observed. —For example, if
a child frowns and then cries in the course of the interval, a "1"
is recorded. " If expressions on opposite ends of the scale are
observed during any 30-second interval, -the average rating is
recorded. , Thus, if a child both smi1es and whimperings during  an
interval, a "4" is recorded. - o -

SOCIAL COMPLEXITY OF PLAY: Ind1cate whether the child is engaged in
. unoccupied behavior (u), in so11tary (s), parallel (p), or
cooperative (c) play or is engaged in an activity with a teacher

(t). Play is to .be categorized according to the following defini-
tions. . ' ‘,

Unoccupied: Child is not g]ax1ng, but occupies himself w1th g1anc1ng
around the room, watch1ng other people, fidgeting with toys or with

his own c]oth1ng or” body, fo11ow1ng a teacher around hanging onto
someone, \etc :

| *Solitary: Child E]azs alone and 1ndependent1y with® toys that are
different frg those used by children who happen -to be within

speaking d1stance Makes no effort to contact anyone.

*Parallel: Ch11d is engaged in an activity similar to that of other
children near him. There may be conversat1on either relevant.or
irrelevant to the activity, but no attempts to influence each other

behavior. The child's principal concern is w1th the material, not:
with relating to other children.
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in the nlay, members are enganesd - in tzm:Eir ot

Eed
4
activity.  THere oay be Sivision of iabor, LaArh oniid o

K3
N
A1

x

(R R

wishes whyle with gther <nildren or acty 11y shared with olher
children, :

Loteacher dn otn the oniviots
N oy . R ce
mithor in the onsid's WOt vty

’ [ I %
ool Ol e entdd fs dnyn)ven,

This ingiudes 1nstances when the oh

i 4 Bl ba ynveived oin
Parailel or Cooperative Play and a teacher s oright there,
being &4 nart of the greup I6 any way“"? aghor may 3
observing or offering accasional cosment Mark thiy £77
or A/T for Social Plé., This will zna‘"ng that the onsig
15 oengaqed in P oor T plav and a teacher 3t somohom i ivesd,

MARK THE PLAY THAT OQUCURRED FOR THE

W ey

*Playmate: Hf the child is in any way joining or inter FCLING Wi

LR
otRer chiidren: mark H (handicapped) or JH- {non-vandicapped). i

more than one child is Tinvolved, mark H or N or  IH/H depending
ot who comprlwes the group.

3

fanvr:pip@; Child 15 ennaged in & convers

or teacher, Both participants speak at }
be qestural, e.q., nodding the head for “Yes

anether ohi i
Responses cay

N -

Leads:  (nild's orders or reguests are pbeyed and/or her gxampi
Yoilowed. includes al) instances inm which “the c¢hiie becomes a
Teader of sorts, whether 7.0, so intended. For o mpie, if
child sees 7.C.-taTking an the telephone and gin ix up the re

ofv a.second telephone {but does not neces Sar‘iy ropeat verbs’

What the target cnild is saying), “leads” is to be checked whesse .
or not the target child had invited the second child to zﬁ frise,

nylimz the child makes an arder or request that is | Spn (g
:“u simple as “Look!™ check ™ieads." "When any form of “* o rag
is pbserved, "leads" is to be marked if the tarqwt child 1ﬁlgfhggg
the activity, whether she is the “chaser" or the * cnased" unigss.

the purpose of the chasing is to gain (or retrxev an QUJEEFM
which the “chased" has. In such cases, “'refuses” and/a: QaHPT o

refuses” i to be marked.- The CdLEQOIj dvus not include Tnstances
when the child is howng helped without her baving asked to be helped
1 & ”

[T, however, she asks to be helpeu, and Her request is heeded. _
fnen "1eads" is to be checked as well as “asks help™ and “reoceives

hel
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o
S

affection:  Child shows physical and/or verbel affection, c¢.g

tey

T

hugs, holds hands, comforts, says™ "l like you," etc,

Receives affection: Child is the recipient of behaviors sucn as
those listed under “gives affection.”

“T N1

szh as 1 need” the red one," “Give me the tractor." Depending
on tone of request, can he marked "leads" or "orders."

As Vé for materials: Child asks for materiels. Inciudes statements
L

w?vpﬂj)QQﬂf‘ Child gives or shows an object to another percon,

May be checked in conjunciion with "orders,” "talls positive
atiention,” or “gives help." ’

ervey materials: Child takes msterials that have been of fered

by another person. This does not include grabbing, or cases in

“which a child tekes an object nat for his own use, bt only to s
fliow throuah of an order |

Child sttempts {successfully or unsuccessfully) to egures-
tiake an object out of the hands of a persen who has not

; 5
. \le ‘FE”' it

Someone attempts Lo aqoressiveiy take an obiect out
hands : ’ : L

!

- ’ ;/ )
Chserves: Thild watches tomecne for at least three consecutive
“ecnnds, 4

Receives praise: (hild 06 ¢ omg mented by another person, Product

or object oriented. 1§ statement. can be transiated into "nice job",
use “praten.”

Latis positive attention- Lhilc comments noswtmvpxy on own
activity, accomplishment, appearance, ability, possession, shows
work to teacher {when she or he has not as¥ed to see it), etc.
includes statements such as "Look whatl ! made!” etc. "May also
in¢ tude comparative statements such as ™Yy tower is bigger than

K
) !

4

‘ » o Lubjects ane rroccdu;e,. Thirty-sis children were

celwnted fror o 40w FIVGLSPearson classrooms to be included in the

- vaturaltt Stnirrvat s, Ali eighteen children designated as soecial
feeds h¢ veipated an tre study {Group 1). Handicaps represented
included delayed d(veiooment vmsuai]j-lmpalred, lanquage difficultj
dedioally and physically handicapped,’and learning and hehavior problem’
children, wztn such a representation of special needs, it was 1mpossible
T mdtfh‘Of_F&ﬂﬁOW‘y select a control panntation, Thus, the resultant

*

l
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second grouping of children (n=18, Group II)»weré controlled for sex,,"
race, classroom, and social class whenever possible. Limitations of the
_Non-traditional control group are recognized. '

The observational data collection occurred coincidently with the
McCarthy evaluations during a six week period in October-November (fall)
and again for six weeks in April-May (spring). Each child was observed ,
- for four twelve-minute units of time for each data session. The children
were listed alphabetically and observed accord1ng1y with the observers
alternating observations for each child when possible. A1l children
received a total of eight observations for the school year. One.child

moved out-of-state in March and was observed for his Spr1ng data before
- his oeparture :

The observers entered the classrooms with clipboards and stop-
watches and remained within:.visual and aural proximity of the observed
_child. After initial curlos1ty from the children, the observers remained
as unobtrusive as poss1b1e an the c1assrooms \

e) Resu]ts: Means were calculated for the four fall and
four.spring observations resulting in two scores per child per variable.
Mean frequencies and t-tests were then performed to compare the number of
interactions between the two groups of children and their peers and
‘teachers. Peers were further subdivided into hand1capped and non-handi-
capped chlldren for the variables "Conversation” through "Receives
Praise.” For these varjables, it was necessary to convert the actual
observed frequency of behavior between theé target,chi]d and respective
peer group to an expected frequency. Qat is, the expected number of
interactions was based on the number of‘handicapped and non-handicapped
children present that day in class. More specifically, the expected score
was determined by dividing the number of handicapped (or nonhandicapped).
children presenf by.the total number of children present and multiplying
this fraction- by the observed frequency for that observation. T-tests.
and frequendies were also performed on these converted frequenc1es

Sixteen of the orjginal twenty—four variables were 1nc1uded in
the data analysis; others were omitted due to the minimal presence of -
these behaviors for either group of children during the observation periods.
Examples of variables not particularly sensitive as defined by High/Scope

and used in the Eliot-Pearson setting include "positive attention,"” "hurts,"
" "abused," and "grabs materials."

tmotional Tone

Minimal differentiation was noted across a11 ch11dren between
observat1on periods on general affective tone as indicated by facial expres-
sion. A1l means for either group for. fall or spring or for all children
across observations ranged from 4.42 - 4.57 showing a tendency toward
2 "neutral" to "bright" expression throughout the year for all children
regardless of group. :

‘,'" -, ] [.; :_‘}
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Level of Social Play

&

- THe children showed a significant decrease in unoccupied and

_Asolitary play with a concomitant increase in cooperative p]ay between fall

and spring, para]]e] activities remained the same.

Insert Table 8 Here

In particular, the handicapped children showed a significantly hiéher mean
frequency in October for unoccupied behavior than their counterparts with

more equivalent means in May. The control group's means showed little
change. o ’ ‘ :

Solitary behavior indicated similar results. Totaiktime spent in
solitary activity significantly decreased, in particular, for -the-handi-
capped children; yet their average "means" are somewhat higher’ than the
non-handicapped group across both observation periods. It is important
to" note that not only were the specia] needs children spending less time
in solitary activity in the spring, but they were also en?aged in signifi-

cantly less time with the teacher during solitary play, t(17) 2.22,
p < .04.

Total para11e1 behavior showed eqUivalent mean frequencies across

.all children for the entire year. Without a teacher. nearby, parallel

activity approached significance between the two’ groups during the Sp"ing,
.t (34) =1.70, p. < .09. :

/

A Significant difference was observed iﬁ\cooperative activity for

all children (35) 2.12, p <.04, with a tendency towards more teacher

- involvement in this level of play over time, t(35) = -1.88, p. < .06.
[t was the teacher proximity in particular that contributed to the sig-
nifiance; otherwise, the mean frequenCies were very similar.

Due to Tow frequenCies, comparisons on the remaining behavioral
categories yielded very few significant differences on interactions with
. teachers, peers, and separate groups of children.

Chi]d-Teacher-Interactions

The only .interactions involving teachers that revealed
significance showed the handicapped children receiving more help from the
teachers and receiving more materials from the teachers during both the
fall and spring than the non-handicapped group. The earlier observation
period also indiqated that the special needs group refused and.followed,

" the teacher at a significant level. In addition, there was a tendency
- for children in Group I (special needs) to converse more with their
teacher< during the spring than their counterparts. See Table 9 for

N
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-.Table 8

Paired T-Tests Compafing Levels of Play Time 1 - Time 2

(n= 36)
Mean o . ) N
Level .of Play - Difference T-Value Probability
| Unoccupied C
No teacher . o .44 2.50 .0l
Teacher | 03 a7 .86
Total ' .48 1.74 .09
So1itar¥ 3 . : ' |
No teacher ' _ g2 T' .65 .52
Teacher 44 2.19 .03
Total : 58 a7 03
Parallel . :
No teacher B -.22 -.87 .39 -
Teacher I - R .19 .85
Total - | -0 | -.03 97
| Cooperative : )
~ No' teacher 2 ' -.40 -1.19 : S .24
Teacher ' T =55 --1.88 - .06
Total -.96 2.2 .04
1

AW
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frequency means, standard deviations, and t-test comparisons. !

Insert Table 9‘Here

Within group, both the control children and their special needs peers
1ed the teacher significantly more during the spring, t(17) = -3.20,
p - .005 and t(17) = -3.39, p < .004, respect1ve1y While the non-handi- .
capped children ordered the1r teachers s1gn1f1cant1y less over-time,
t = 3.05, p < .007, their handicapped peers tended in the same d1rect1on
Equ1va1ent frequency means were evident over time for the yariable "ask
-teacher for help" for Group I yet this group received significantly less -
help from the teachers in the spring, _?11) = 3.01, p < .008. Support for
- this finding suggests that the teachers were encouraging more 1ndependence
“in the children by the end of the school year.

Child- Peer Interact1ons

D1fferent1a1 mean frequenc1es were evident in the fall on only
.. two variables: the non-handicapped children asked for materials signifi-
cantly more often from peers and were refused more frequently by peers
than their handicapped classmates. By the end of the year, the control
. children conversed with peers, led peers,. gave materials to peers,. and
observed peers at a higher rate than their counterparts. Frequencies
©and s1qn1f1cance 1evels are shown in Tab]e 10

-Insert Tab]e 10 Here

Calculations were performed on frequency of interaction with only
handicapped children during both’observation perlods resulting in insigni- -
ficant mean frequencies. There were differences:.in interactions between
groups. with non-handicapped children, however. (See Table 11.) ‘

Insert Table 11 Here

Throughout the year, special needs children consistently led,
followed, and refused their non-handicapped classmates significantly more
- than did ‘the control.-group. In the fall,. the non-handicapped peers more
frequently than .the handicapped popu]at1on requested materials from other
control children while the special needs children tended to converse
_more*with Group II children than did the non-handicapped group. Level
-of conversation did reach s1gn1f1cance -at the end. of the year. The mean
frequency for control children observing their non-handicapped c]assmates
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Table 9

Fall Mean Frequencies of Child-Teacher Interactions with T-Tests by'GrOUp

‘ Non-Handicapped Handicapped _
Variable . Children Children p <.05
Mean - S.D. Mean S.D.
Conversation -1.25 .89 1.50 .85
Leads .50 .53 .70 . .47
Orders - .36 .50 - .39 .69 . .
Follows 1.07 .59 2.04 .86 .000
Refuses : .41 .40 1.12 .81 .003 .
Other Refuses .30 W3 .30 .35
Gives Help U122 .31 .26 .33
Asks Help .69 .53 .51 SN ¥ L
Receives Help = 1.69- .85 2.90  1.21 .002
+ {Asks Materials .29 .32 T .34 .30 '
Gives Materials .58 41 .62 .59 R
| Receives Materials | .40 .41 .84 .58 : .01
" i Observes ' 1.12 .70 .90 JT7 -
Receives Praise | . .50 .32 .48 ..35 .

Spring Mean Frequencies of Child-Teacher Interactions with'T-Tests by Group

' . Nan-Handjcapped Handicapped oo
Variable " . Children - - Children p <.05
Mean - S.D. Mean S.D.. :
Conversation . |- .75 .82 - 1.29 .86 - .06
Leads ' 1.19 .94 1.65 1.01
Orders .05 .18 - .08 A7
Follows .. |- 1.50 o 1.26 1 2.08 .89
Refuses * .46 37 - .80 77 )
‘Other Refuses - -- -= -
Gives Help . ' .05 .13 A1 17
Asks Help - , .43 .45 - .53 .56.
Receives Help 1 1.1 .96 "1.95 .94 .01
Asks Materials . .13 L9 .20 .19
Gives Materials .34 .36 .34 .32
Receives Materials .30 35 1 .62 .48 .03
Observes 1.30 - .86 - .84 +-.90
Receives Praise. - .33 .46 .62 .55
7

4

.1<£;“1  |
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Table 10

Fall Mean Frequéncies of Child-Peer Interaction with T-Tests by Group

) Non-Handicapped Handicapped
Variable : Children ' Children p. - 05
Mean - S.D. Mean S.D.
Conversation 4.97 . 4.57 3.76 5.33
Leads o 6.16 . 4.94 3.54 4.75
Orders 2.37 3.41 2.00. 3.71
Follows 5.36 5.12 4.40 4.73
Refuses o - .68 .69 .68 .61 . 2
Other Refuses - 1.18 .68 - .75 .60 .05 ~
Gives Help - - .33 .32 .30 - .70 '
Asks Help - .07 T .05 A3
Receives Help .19 23 .16 .25° : C
Asks Materials . .34 - - .36 .08 .14 .01,
Gives Materials .81 .75 . A7 .43
Receives Materials .50 .58 .30 .45
Observes . 2.77 ©1.42 2.36 1.30
Receives Praise .32 -1.23 .03 .08

Spriﬂéiﬁean Frequencies ‘of Child-Peer Interactions with T-Tests by Group

S . Non-Handicapped -Handicapped

Variable =~ . - Children . | . Children © p.< 05
P o Mean S.D.. Mean S.D. _

Conversation 1.29 T .83 | .68 A .025
- Leads : 2.47 1.32 .29 .94 - .004

Ordeks .42 .60 . 19 .30 '
“Follows - : 1.75 1.01 1.45 1.1

Refuses, - : . .98 .64 1.0 . .62

Other Refuses 1.08 .67 1.22 .68

Gives Help .33 .27 .29 . . L5]

Asks Help ‘ .09 7 .08 . 2

Receives Help A9 .25 A9 - .22

Asks Materials . .15 .23 .18 .22 _

Gives Materials .48 . .35 .23° ©.30 .03
- Receives Materials] .27 .38 . .25 .24

‘Observes 3.0 ©1.4 1.9 1.5 .04
“Receives Praise. .04 . A7 ] .01 . -.06 :

o o ' 1 SN J' '




132.

\ Table 11

.“_w;__m;jfﬂ]<ﬁp§p erquencies of Chi]d-Non-Handicapped Peer Interactions with
' T-Tests by Group '

Non-Handicapped - ‘Handi capped
Variable h " ‘Children : Children p. < 05
‘ Mean - S.D. Mean S.D.
Conversation ' .03 .08 14 .22 - .06
Leads .05 12 .22 .27 - .02
Orders .02 : .06 .05 .09 '

‘| Follows .04 .10 .18 22 - .02
Refuses .02 .03 .16 7 . .003
Other Refuses .04 .08 CW .13 - .06
Gives Help . : 21 21+ . .22 .61 :

Aske Help- .03 - .08 . .05 a1 0 '
Recuives Help .10 R ) Jd2 .19 - .01
Asks Materials 23 .25 .07 12

Gives Materials 42 A1 .33 .39

Receives Materials | .33 ' .42 .20 .35

Observes 1.72 .70 1.50 .88

Receives Praise .06 , .21 .01 .04

"< Spring Mean Frequencies of Chi]d—Non-Handicapped Peer-fnteraétions with
T-Tests by Group

: . ) . Non-Handicapped Handicapped . .
Variable o “Children L Children p. < 05
Mean . S.D. ‘Mean - S.0. S
Conversation .02 .04 |, .07 .07 (. .029
Leads . .04 .05 .13 .10~ .003
Orders ' . .004 .01 .03 . .03 -+ .06
Follows =~ .04 .05 A7 A3 002
Refuses .02 .03 | .09 .07 .001
Other Refuses .07 < .03 .13 .08 o ~.000
Gives Help - . .13 - 17 .13 .24
1, Asks Help .08 14 .06 .09
Receijves help . Jd4 .20 1 7
Asks Materials . J0 4 a2 7
- Gives Materials .30 A .18 .24
Receives Materials| .20 .26 A7 A7 '
_ Observes . : 1.74 .79 1.17 .90 T .05 -
- Receives Praise - .03 - 13 .01 .05
.lfiﬂ
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was significantly higher:thanvwith the handicapped chi]dren in the spring.

_ f) Discussion:- Very little mean1ngfu1 information can be
derived from the observations performed this year due to the extreme]y
Tow occurrence of almost all of the variables. There is congruence’ on
this point in yiewing the High Scope data (Program Performance Report,
~ August, 1976, High/Scope'Demonstration Preschool Project), in which their
means are also low in frequency. It is thought that the selected
behavioral categories are not sensitive or appropriate to the needs of an
open education classroom. The variables, as used, are isolated entities
and do not necessarily reflect an interaction pattern. The time sampling
procedure may also have been a contributing factor to such low observed
behaviors; the interrupted method of observing and recording would seeming-

ly interfere with the breadth of the 1n1t1a1 behav1ora] 1nteract1on, and
pattern of behavior.

Neverthe]ess the findings indicated an evenness of affect for all-
childrer throughout the year. They also show a significant increase in
" cooperative play. This would seem to indicate the existence of a well-~
integrated classroom with children able to interact in a social capacity
with one anather and where handicapped children look no different than
their non-handicapped peers. _

The -handicapped children received more help and more materials all -

year from the teachers. It is not known whether this was child-initiated
- or teagher initiated. Teachers were in proximity more often during ° -
cooperative play in the spring., It is suggested that, within this parti-. -
cular context, that the spec1a1 needs children were ‘in need of this
assistance in helping to maintain a cooperative endeavor. Also, in “the
spring, the handicapped grcup conversed more with their teachers than their
peers. This, too, may have been a teacher facilitation during cooperative
activity. It may just have been that the teachers were nearby more often
“and thus there was more of an opportunity to converse.

The-f1nd1ng that the Spec1a1 needs population led their non-
handicapped classmates more often -suggests an active involvement on the
part of the control children in participating in the handicapped children’s
endeavors.  In contrast, Group [ also followed Group II more often, suggest-
ing a rec1proca] re]atlonshlp between the two groups of children. ‘

Desp1te the d1ff1cu]ty in drawing conclusions from the 1nsuff1c1ent
data, it seems well documented that the social level of. play followed a
coint1dent path for both groups of children over the year, suggesting a
-'socially well-integrated classroom situation. Unfortunately, how much
teachers or ,peers were involved in the process of integration cannot be
stated due to: the ]1m1tat1ons of the data.
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\
\

3. The Mixed Multiple Measure Approach. .

In the following article a descriptive single case methodology is
described and applied in the demonstration program at Eljot-Pearson. Although
‘the article provides-a broad context concerning the program's theoretical :
position and concerning program impact studies in general, it is:-based on
the data already presented in this section. As such it should be considered
an integration of the project's assessment efforts, as well as a proposal

for future evaluation studies of developmentally oriented, mainstreamed
open classroom projects. - . _ ' . -

vty

bon
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ASSESSING THE EFFECTIVENESS OF OPEN- CLAbSRQOWS
~ ON ‘CHILDREN WITH SPECIAL NEEDS

Anthony S. Bryk,. Ed.D.
Samuel J, Meisels, Ed.D.
Martha T. Markowitz, M.Ed.

;
. /
I. Introduction . - /

Open classrooms are educational settings based on a highly differ-

entiated or ;ndividuallznd level of. intergction between teachers and

/
1

children. Although popular accounts paint a pernissive.picture of open.
/

classrooms, open education ‘should not Ee associated with a-maturationist
or laissez-faire view of education in which the teacher is_a’passive
facilitator of information and .the child controls the learning eiperience.
Nor should open education be identified with a siew that holds that the
teacher or the curriculum should determine what the child must learn

a prior Rather, in open classrooms, teachers and children are joint =
‘contrlbutors to decisions regarding the process and content of learning

(Bussis and Chittenden,:1970; Bugsis, Chittenden and Amarel, 1976).

This approach does not entail an explicit agreement between teacher and

child on every issue of classroom control and decision—making. However,

it does assume that the teacher's decisions regarding pacing, sequence,
materials and setting will be largely informed by the information generated

by the child in the classroom environment.
The effort to create an envmronment that i8 interactive on several
levels poses problems for the teacher in planning classroom activities,

3

establishing individualized goals and objectives and creating developmentally

170
Q " Su
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appropriate curriculum. In certain respects, the educatinnal PUORTam

dav

for each child in an open classroom 1ig unique. This factor a@mpvunh,

the problems of evaluation in open education and poses a Jdllomma,  That

1s, since open classrooms are 8o highly i{ndividualized, it maY not he

possible to subject them to standard program evaluatlon'efiorts: ver,

wirhout evaluation, the essential 1hcaractive character of the open

O

classroom is put in jeopardy and {:g genegalizabiiity is seriously %,
limited. . | | . //////f/ ‘%

In thts ch8pter we‘Qill éxplore the issueggtﬁﬁ%/EGrrnund'che evaluarion ;
of'che’cffeétivenvss of open educattonal fra L ' ‘ ‘ |

programs f{or voung children. In '

particular, we will focus on devolopmentally~orientod open classroom programs

that enroll young children witj special needs. Such programs preéeut

methodological challenges that cahnoi be met by standard uvaluat}&n EER T
digms. Our purpose 13 to introduce an alternative apurodcn and to dascoribe

its implementation in a mainstreamed open educational program consistent

m“_m"wpihEdeglopmgntal principles.

i1,  Upen hducation 45 a Developmentall

¥ Approﬁ\iunc-Settiug for Children
with Special Ndeds. ’

‘ . ———

'

The relevance of open education to children with spﬁwinl needs has

been discussed (n other publications (Metsels, 1276, 1978)., 1In gencral,

¢

. , ] .
the ewsential variables of an open classroom have been described in thusv

v -

writings as consisting of: 1) a classroom environment prepared- in accordance

with Lertain specialized conditions;

2) excensivc apportunittas‘fnr‘uhild

. / . » :
inttiation and activity in the clagsroom; and 3) tedcher activity and

lby'e o . : .
v P . i
O

ERIC v

Aruitoxt provided by Eic:
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Aruitoxt provided by Eic:

;eﬁough variety of‘cﬁoiceg, the children will not be able to make ¢

Wiveovering 4 one

and the teacher.wtl]l have tnsuffiglent information.
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Festae g dn L nlrnat o generat ik und Lot ormit ) onet rangmliting gt iutyr oy,
N

fiis fooisoan eusential aspect f the teaching ';,I'(,.méf,.s.s; S opers Claun-

Tooms,  The patentiag) oo dlscovery sy present at all Cimes for ehoddren

Shospen clansrosma,  Yer, auch dincoveries are ntr tecessard b ratifon, ey

ATe - Lhiwy restryicted to the gublective expericncs of Individual hildren.

) /

N -y M 3 o .y S . " P i

ShPhe act o of discavery one can Tecognlze what mipht b termed "upaided"
A .

AUounneciared df o overies, guch as wher a chijd learns about the properticy

S mapnets, Che werks

¥

ig of an equal~arm balance, ar the 2Txing of colars.

trher unaltded discoveries could include the ‘teachor Hading our who jan

A
reac, how the classroom can be rearranged Lo create a certadin feeling in
me part of the room, or what conceptual problem (s standing fn the way

4

cfoa child's learnting to add.  “Alded" or nediated discoveries also abhound:

-

sne ohilld being tanght by (e teacher how to read the word"home,” and then
‘ ,

waring peneralizations aboot other words with "nilen: o'sy or the teacher

e oune for a clagsroor material aiter watching childrer

» An rhen toelking about {t wich them.

1

he teacher, the provigsion of freedom of chofee means that:

,C
%
-

B
ot
a1
P

sine oust carefully examine whe cholces miade by the child as well as the

3
hothe child chooses, This {8 the only wav the teacher <an

dcquire the informacxnn (s)he needs to direct'his/her'own'hehavior. If

the environment i1 not sufficifently amb{guous or does not confain a wide

hoices,

As Hawkins (1974

points out, latking information, the teacher will not be a very good =

Jdiagnosticlan of what cthe children‘nqed. Not being a good ‘diagnostician,

N
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~

(s)he will be a poor tracher. (S)he will be a poor teacher because (s)he
will not have adequate basis for making his or her choices: choices of
goals, materials, t:ming, strategy, and attitude.

Teacher-Child Intéractions

‘

In open classrooms that are developmentally~-oriented, teachers actively

intervene 1in children's learning. - Such intervention can be considered

interactive with the child's needs and abilities to the extent that it
relies on and makes use of information acquired previously“by the teacher.

This information forms the framework for the teacher's contribution to
‘ .

the child's activity. Among the data the teacher tries to collect and use

are;observations about children's style of conceptualization, tﬁeir abili;y
and way of making choices, their peer associations, their family history,
their cognitive skills and knowledge, their self-perception, tﬁeir attitude
toward‘échievement, their depéndence gn authorities, their cdriosity,

>

. / | X - .
creativity, attitudes, feelings and moods. Some of this information is-

4

] ‘ | .
: acquired #hrough direct interviewing and questioning; most of fit, howeveLL

is obtained from careful observation of, the way the child questiong and
. \

interacts with the clecsrcom environment and its inhabitants.

Developmentally-Oriented Clasasrooms. Thus, open education is an.

1)

approach which is-based on information acquirgd by the teacher fron’ the

r .

. - . ' v l‘
child's interactions with the physical environment, the environment

determined by other children and the environment created by relationships.

~with adults. Educational decision-making, in tonsequenée, is highly

A

deliberate, although hié;ly differentiated. Such an “approach is consistent

. with a cognitive-developmental vieanf education‘fsee Kohlberg,'1§68, 1972;

. ¢
, o

S a ' B | . //ﬂ,;l’?’?f L 1 :;c:v ' S | -
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.

r shlberg and Mayer, 1972; Kamii and DeVries, l977) As stated by Kami.

and -Derman (1971), the cognitive—developmental view considers tedching

to be - [

a method that helps the child make his own discoveries by asking the

right question at the right time. The "right" question is in precise

harmony with what the child is thinking abov’ at the moment. The
"right" timing- allows him enough time to integrate and consolidate
a new discovery before the next question 1s introduced (p 145).

No teacher can be . "right” all the time with all of the children (s)he is

working with. However, . the developmentally—oriented teacher 1s seeking

tc bring about the acquisition of irreversible structures ﬂn children,

rather than immediate and short~term gains. Such lasting change is depen-

dent on‘a\highly individualized program that focuses on; the specific

needs of Individual children and that is informed by a; so'nd theory of

/

growth and development, , d - - T

/

» ., Open Eduéation and Special Education. It is 1in this perspective

that developmentally-oriented open classrooms must be viewed when considering

their relevance for children with special needs. In the ‘past, most handii-
capped children were enrolled in educational programs that did not focus

: . o R ' . /‘;) ' ‘
on‘their individuality and their interactive relationships with animate

,.

and inanimate environmenta (see Johnson, 1632) ‘?h the open classroom,

s v

however handicapped children are exposed to a settipg that fosters and

encourages interactivitv. Children are encouraged to manipulate objects
: directly, to try new experiences and to reorganize old ones. They are

permitted opportunities to engage in a variety of relationships with

B 4

,;(’8 :
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their peers and to engage in a learning process that is directed but

not wholly determined by their teacher. Activities and experiences I[n

such classrooms are multiple rather than binary,‘that‘ia, right or wrong.

t

ﬁearning'is_immediate and direct, rather than mediated through rules and
\) . N ‘

rote explanations. Moreover, where the process and the content of learning

are critical features of the educational approach, as is true of open

classrooms, progress is defined in individual terms rather than through

S

gome specification of a common terminus or objective to be achieved by

each and éVery child.

-

*he Eliot—Pearson Children s School

This approach to working w1th

.handicapped children has been implemented in several programs described

in this book. In this chapter illuatrationa concerning the impact of

open classrooms on children with special needs will be drawn from yet

another program, the Eliot-~Pearson Children's School at Tufts University.
Eliot—?earson is an integrated, or mainstreamed, preschool and

- . .\\“—“*~_ ‘/__/—_ : )
kindergarten. Approximately twenty nercéfit of the 90 children aged three

to six enrolled in the school are children with mild or moderate handicaps..

A wide variety of handicapping conditions is represented in the school
: ' : ' ; ' v

population. The program at Eliot-Pearson has been deacribed elsewhere

"(Meisels, 1978) but will be:further clarified in later Sections of this

.

chapter. Principally, it is a program that stresses acfivity, experience

and a Systema/}cally adaptive role for the child vis & vis his/her environ-

.ment, peers and teachers.

Educational programs that follow such principles bear some striking

similarities to- each other’ similaritiea,in terms of congruence of_objectiyes,ﬂ

@ . A . Mo ’ o RS




143.

implementational strategles, motivational rewards and fundamental theory

of growth and learning. Such an approach supports activities with multiple

objectives and is thus highly appropriate for children who require a variety
of specialized learning éxperiénces and opportunities for expression.

Nevertheless, such an approach 1is ékceedingly difficult to subject to

standard types o{ evaluation design,

I11, Problems in Utilizing Traditional Evaluation Strategies

to Evaluate the Impact of Open Classrooms

The treatment-control group paradigm dominates the practice of program

ilmpact evaluation. This approach is basedlon statistical principles of

experimental design. Typically, one or more experimen*al or program groups

is compared with a control group or with pre—existing information on a
control condition. Average outcome differences across the groups are
-considcred by-adnerentslofﬂthis model to be an appropriate summary neasure
of prOgram impact. This basic strategy is‘utilized yhcther one is in$esti_
gating a single outcome<(e.g., ability tozrcad at a sprcified level), or

an cktensivevarray of developmental Qariables. In the latter:casQ, ong

would simply examine a series of mean differences across groups for the
sec of outcome variables. |

In recentvyears nomerous ethical, goclal, political, and logistical
»problems have been encountered in the many applications of this basic
approach (see Bryk, l978° Rieck en*and Boruch, 1974). These problems arc
-further exacerbatcd by “the highly individualized nature of programming

required in order to be,responsive to the special needs of the handicapped

child enrolled in a developmentally—oriented open classroom.

-

.
[
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In the open classroom, the actual sequence of‘Classropm activities

and experiences cannot be defined a priori. . Rather, the educational exper-

.ience for a particular child can only be specified in the dynamié inter-’

action of the program with the child. Nevertheless, this does not entail
: .
that such program activities must by definition be idiosyncratic,

Every
teacher operates within‘é general framework from which individualized
educational prograﬁs are derived. That is; in every open Claésroom there
exists a set of implicit or explicit program objectives. However, the open
classtoéﬁ teacher has mno expgétation of implementing all of these objectives
with every child_nof of impleménting them at the same rate or in the

same way. This 1is paFticularly true of children with special needs,

all of whom present such different ﬁeeds and abilities that no single

curricular sequence and structure could be appropriate.

o

For example, the program at Eliot-Pearson is drawn from a broad. set
of developmental objectives that fall within four major domains: . Persoﬁal[
Social, Gross Motor, Fine/Perceptua}‘motoL and Cégnitive/Languagé. Table

1 lists specific'objectiveg within each of these domains.

L3

InsertETable 1'HeréA

’

- Taken as a whole, these objectives represent the '"'macro-structure" of the
" Eliot~Pearson program. Different subsets are drawn from these objectives

:.to meet the needs of individual children. The‘1ndividual;differences be-

tween children also determine the type of implementatiqnal'§trategies'

18 | -\\',. ,
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TABLE 1
PROGRAM OBJECTIVES

“Eliot-Pearson Children's School

PERSONAL[SOCIAL

1.
2.
3

0.

11.

12.

13.

and make self-regulated choices.

To develop the ability to express one's feelings.

To accomplish successful separation.

To'deve]op a sense of independeﬁce and self-confidence.

To fncrease impulse-control and ability to accept limits.

To increase the 1éye1 of attention and involvement in activities.

To improve the ability to make transitions, follow classroom roytine,

To develop the ability to feed oneself.

To develop the abi]ity_fb be generally independent in toileting.

To developa positive self-image.
To develop trust relationships with teachers.

I

To increase the ability to make a friend.

.To increase positive interactigns with peers.

To échiEe skills of group participation.

GROSS-MOTOR

To develop the ability to hop; skip, balance and climb stairs, - :
To improve body awareness.
To develop the ability to throw and catch a baltl.

To inckeasé”coqrﬁination and agility.

NN . o !

- tes
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TABLE 1
PROGRAM OBJECTIVES (continued)

Eliot-Pearson Children's School

FINE/PERCEPTUAL MOTOR

1.

To develop the ability to cut with scissors and to use drawing implements.
2. To improve skill in writing and printing activities.
3. To develop the abi]ity}to discriminate among shapes and‘figures.'
.4. To increase the abi]jty to work witﬁ manipulative mate}ials, é.g. puzzles.
5. To develop the abiiity to-buttoh, zip, tie‘and dress oneself.
 COGNITIVE/LANGUAGE
1. To increase exploration and mastery of a broad repertoire of curriculum
experiences, ) i
2. To incréasé the ability to diffeféntiaté'between reality and fantasy..
3. To a;quife readiness infonnatioh, e.qg. ;o]ors, street names, etc.
4. Tb develop the ability to match, classify and seriate.
5. "To improve pre-reading and early read{ng skills (letter names).
6. To develop the abi1it¥ to‘undefstand number and to perform simpyg
addition tasks. /! - i
7. To devéiop_the abi“ity to understand and follow directions.
8. To”acquire,auditory memory skills. |
9. To stimulate expressive language usage. _
10. To improve c]érity of speech (articulation, pronunciation),
1. To develop the.ability to name common objects'correctly. E ////
12. To ]eérn td use pfbnouns and prepdéftions correct]y;'
13. To -

deVe]op proper syntax and sentence constrpctibn-

oy
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[

utilized for each objective. The following two cages briefly illustrate

how such a common set of program objectives can be utilized to meet the

needs of children with very different abilities and problems.

Cagse 1: Becky

Becky 1s a five year ten monrh 0old child enrolled in an Eliot-

Pedarson classroom with seventeen other children, aged four and five,

When she entered the program she displayed.bizarre expressive language,

inappropriate social’behavior and an unusual sen51t1v1ty to dlstrac—

tions and irrelevant details in her environment. 1In addition,'Becky

w%s lacking in confidence in her gross~motor activities and showed

poor fine-motor coordination’ when mauipulating objects and:when drawing.

In general, Becky tended to perseverate and’ to become absorbed in a

fantasy world unless directed and focuged by her teacher. Becky

“also required cénstant encouragement to continue to develop cognitive

)
qulls.

A subset of objectives from tqe set of general pregram objectives
i

was selected for emphasis with Becky. The individual objectives

are shown in Table 2.

Insert Table 2 Here

‘Case .2: Jonathan

Jonathan 1s a four year, nine month old boy, enrolled in an

Elxot Pedrson claqsroom with efghteen chlldren, aged four and five




TABLE 2. Case 1!

Becky - Objectives

ﬁmERSOt(AUSOCIAL - 6ROSS MOTOR FINE/PERCEPTUAL MOTOR . | COGHITIVE/ LANGUAGE
1], To develop the abflity |*1. To develop the ability[*). To develop the ability[*), To Increase explo‘r.a't‘ion |
and mastery of a broad

to express one's

 foelings,

To accosplish success-

~ o ful separatfon,

To develop a sense of

~ independence and self-
~ confidence, .

To increase impulse- - |

control and ability
to- accept 1imits.

To {ncrease the Jevel
of -attention and {n-
volvesent 1n activi-

ties.

To inpmve the ibmty

“ to make transitions,

follow classroon rou-

" tines, and make self-

requlated chofces,

To- develop a positive

~ self-mage.

o : To mcouire skills of . -
gttt ||

To develop trust rela-
tionships with teachers,

. To.fncrease the ability

to make 2 friend.

~To-fncrease positive in-
~teractions with peers,

to hop, skip, balance,
and climb stairs.

2. To improve body aware-
ness, -

4, To 1ncreasé coofdina-
tion and agility,

to cut with scissors, |

and use writing and
drawing {splesents.

2, To {rprove writing/
~ printing abilfttes.

0. To {ncrease the abili-
ty to work with mani-
pulative materfals.

repertofre of curriculun
~ experfences.

-2, To ncrease the abﬂity.

to differentiate between
fantasy and reality,

3, To acquire readiness in-
formation.

17, To develop the ability

to understand and fol low
directions, |

8; To acquire nuditofy ,.
WHOrY skills.

9, To stimlate expressive
© language,
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Jonathan is physically unable to walk. When he staried school,

he was learning to use a walker to maneuver himself about ti:e

classroom.

Jonathan is a slef-assured, even-tempered child who easily

engages himself in play with other children., Initially he needed

assistance in moving hisg body to a seated position in a chair,

Gross motor activities constituted an area of heavy emphasis

throughout the year,

).'
Jonathan's fine motor and manipulative skills were age !

appropriate but he needed encouragement to engage in printing and

drawing activities. Jonathan also required assistance in the

acquisition of cognitive skills. He did not kndw'fhe.names of

shapes or how to count beyond the number three. He was unable to

perform one-to-one matching tasks or to differentlate between the

smallest and largest object in a grbup. In the area of language;'he

had‘difﬁiculty naming common objects and using simple prepositions

1

appropriately. He also had difficulty in articulating certain
consonant blends and neeéed encouragement to ed@age in general

. conversation,

. : }
Objectives that were selected for Jonathan are listed in

,Table.3.

Ineért Table 3 Here'\
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Case 2:

- Objecfives

t], To'develop the ability -
to feed oneself.

8. To develop the ability

to be celbrally )
ndepend t in toi]etino

10, To develop trust
relationships with
teacher.

TABLE 3. Jonathan
_MW-GMWN“WWUW”MwM;JE%m; . ‘ .
LT - :
RRYSS KOTOR FINE/PERCEPTLAL KOTOR COGNITIVE/LANGUAGE Va
*2. To fmprove ¥, To increase explora-

'], To develop the abiltty

to balance and to
cHnmspnr&

2. To fmprove body
naveness.

3. To develop the
sbility to throw _
and catch a ball.

4. To increase
coordination and
- agflity.

"ﬂmwmmuncwnwmdth9mwMOMuﬂwsHnwinhMel

skill on writing
and printing
activities.

3. To develop the
ability to' discrim
inate among shapes
and fiqures.

4
J

- >

10.

- tion and-mastery of
3 brodd repertoire
of curriculum ex-
experiences.

. To acauire readiness
~information.

To develop.the ab11{ty
to match, clas: fy,
and senate.

To develop pre-reading
and early reading

‘skills

To develop the ability

to understand nusber

and to perform simple - #

~add{tion’ tasks.

. Tomacquire auditory

nemory skills, .

To stilulate expressive
langgaqe usage.

To imrove clarity f

. spesch, §

Ccorrectly. 149

S
. To devalop the ability ©

to name cosmon objects
correctly.

. To leérn to use pro-

nouns and prepositions

:J- :
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These two cases demonstrate how children who exhibit diffefing needs

and abilities are provided with different, although overlapping, sets of

objectives. These obJectives are then utilized in the formatlon of

appropriate class:oom programs. In general, the individualized character

of the Eliot-Pearson program yields a differentiated profile of emphasis

- within the overall éét of Program Objectives. Figure 1 1lists each of the -

Program Objectivés and shows .its- level of emphasis across the entire

o

population of eighteen handicapped children enrolled at Eliot~Pearson in

1977-78. Note that only two of the thirty-one Program Objectives .were

" emphasized with every chiild.

Insert Figure 1 Here

Tﬁe highly individualized appr;ach represented in Figuré,l presents
significant p;oblems for the standard treatmént—control group paradigm.
That is, even 1f one weré to assume an ideal situation in'which there was
substantivevprogram success for each child, as well as reliable and valid
-quantltative agsessment of these individual gains and a perfeégly matched
program and control group, it would still be unllkely that one would

obtain evidence of significant program impact as defined by statistically

“

‘significant.mean differentes across groupé A hlghly 1nd1v1dualizec

program can be effective without all of its subjects moviug in a part

N

direction on all dimensions within a single evaluation time frame.

(? )

L g_,"
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Feelings
Separation
Independence
Impulse-controi

At;ention i
Transitions

Feeding

Toileting
Self-image

Trust teachers
Make friends
Peensihteractiona

Group particip.

Hop, skip, etc.

Body awareness
Throw ball

Coordination

Ve

Cut and draw

Write and print
Shape digcrim.
ﬁﬁnipulativea
Button, zip, tie

Explor. & mastery

keality & fantasy

Readiness

Match, classify

‘P{é—réading

Understand number
Follow directions

Auditory memory
Expresaive lang.
Clarity of'speech

Name, objecte

|Use pronouns

Froper syntax

!

ol

-

- an?

b
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Yet, this uniformity comnstitutes tﬁe,implicit assumption of all .
traditional univariate and multivariate analysis methpds..'The large—sbale,'
investigation of the efféctiveness of open class;ooga'by Bennett and his
colleagues (1976) 1is subject to this criticism., 1In iﬁdividualized programs
the search for mean differences across géoups in a variable-by-variable
fashidn is often futile, for thefewis usually éénsiderablyvless étatistical
p;§er than might appear on the bésis_of total sample size since each

variable is only relevant fof a small subset of cases at any ‘particular

point in time.

- However, the problem of applying’ the stéhdard,eva;uation paradigm

tJ-developmentally—oriented programs is ev%B,ere complex than that which

"
—

is revealed by the inéensitivity of the "mean differences'across‘groﬁps"

o indicator of program effectiveness. Even if it were possible to measure

b

short-term gains wi;h perfect validity for each indiQidual on each program

dimension, a problem ofvinterpretation would sgill exist. That is, in the

absence df a detailed assessment of thg néeds of the individual,child,'and

an account of the program "intentiohality" or focus over the recent short

term, it 1s impossible to placé'a~;alue on the outcomes or conclusions
,_yiélded by the standard methodology.

For example, two four and a half year old cnildren with special needs,
enrolle@ iﬁ the same pfeschool‘prog:am, may participate in standard pro-
gram evaluation ébtivities. For the first chfld, Case 1, the needs assess-
ment de;ermipgs thaf the child is stréng in the.percéptual—motor area, but
Qeak in gross-motor functioning. The short-term focus for this;child is

in the latter domain. For the second child, Case II; an opposite needs
. < - . |

v

O v‘ ‘ '_ o : , l ‘}‘:? )




“have rgmained steady. ~The_pos:tea£ index score of 50 is equivaleént to

154,

]

' assessment and instructional emphasis emerges. The program thus focuses
for the short term on improving perceptual—moﬁor skills,. Pretest and post-

test data using the McCarthy Scales of Children's Abilities (McCarthy, 1972)

is collécted on each of the children as follows:

. .
-

 Case I {perceptual-motor strong, gross-motor skills weak)

PRETEST - "~ POSTTEST .
Raw score Index scoré Raw score Index score
Perceptual _ .
PYerformance 46 60 47 50
- Gross Motor - 16 ~ - : 31 32. © 40,

Case II (Perceptual-motor weak, gross-motor skills strong)

PRETEST . ? POSTTEST
Raw score ' Index score Raw score - 1Index.score
Perceptual ) v
Parformance 15 30 36 39
Gross Motov 44 » 63 44

56 A

Significant progress takes place'in fhé gross—motor domaiﬁ;for Case I. In

the period of six months the child has gained almost a standard deviation

(s.d, = 10.0) on the index score. The chlld's perceptual-motor skills

B o

R

190

/ . . ‘ A
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average performance of cﬂildren at this age. Educationally, this would
be considered a successful program experlence. Similarly, for Case I1

there ih meaningful progress in the perceptual-motor area, again a gain

"of almust a standard deviation, while gross-motor performance remains

adequate for this age.

However, 1if all that one examines 1is the Individual pre/post index

score galns for the two cases, the resuits are quite different:"

,Perceptual-ferformaqgg Gross Mptor
Case I =10 +9
Case II +9 Y
Average -0.5 _ +1.0

As suggested earlier, examination of mean galns indicates no dramatic effects.
Further, while the data on individuals suggest some gains for subjects in’
some areas, the_aggregate.écores do not present a particular paﬁtefn. In

fact, these scores reflect pseudo-negative effects (i.e., an individual

short-term "loss" that 1s of no educational or clinical significance)

1

counterbalancing imporfant positivd gains that are attributabld to deliberate
program activity.
In short, these considerdtions.iead to.the inescapable conclusion
that there are importadt inconsistencies betwden the basic assumptions of
the treatmént control group paradigm'and'tde reality of individualized
open claséroom experiences for gpecial needs cﬂildren. Clearly, thg

evaluation methods that aré utilized must be\carefully fitted te the nature

L " ‘ : : ' _l‘(c4 .
e . .- S ,

. 5 I
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of the program under study. For any strategy to be responsive to the

complex structure of the open classrcom 1t must faocus on individual growth--

too much {s concealed in average differences. Further; -it must examlne

individual progress In the full context of the tndbvidual case, Information

on individual gains is often uninterpretsble 1f removed from the context
/ : .

of the individual needs asgessment and the resultant

N.  Towards a Single~ Case Lvaluation Stxategy

ingtructional efforts,

Most ft ctive-

Appropriateness of Single-Case Ekperimental Methods.

ness questions for developmentally-oriented open classroom programs take

place at a micro-level of activity.. That is, although there are some

questions that derive directly from the generic structure of the program,
and can be projected onto every {ndividual child (e:g., Are handicapped
children interactipg with peera:as often as nonhandicappéd children? or,

Do handicapped children utilize the same strategies for obtaluning teacher

attention as their non-disabled peers?) , wost cannot. Mogt questions

concerning effec:iveness require an examination of the impact of the

educational qrogram developed in interaction with the speCific nteds of

an ‘ndividuai handicapped child. The probiem that arises is thus how to

l J .
study program impact in an individual case. !

One alLernative that merits consideration is tne N = . 1 researoa

! . !

design methodology. Recent efforts“(Hersen.and Barlow, 1977;;?
Krathochwillb 1978) have advocated more extensive use of this apptoach iﬁa
reseatch'ongcliﬁiCdl‘and educational settings. These designs have seen.

. ‘ ’ . ) ; . . . Tl
.extensive uge in basic research in sgpecial education (see Dukes, 1963;
¢ . " . ‘ S o ’// ' :

/

1(1(’:/’_ —
/

/




Baer, Wolf and Risly, 1968; Yates, 1970; Yazdin,

-

N

pa

Hlﬁckmnn, 197,
Gurdlnick: 1973; Edger and Billingsley, 1974: and White, fn press).

There are two main versions in current usn:  the r»vﬂrua {ABa

or ABﬂB) design and the W!ltiplﬂ baseline design, Frow the

pOrHpLest vy

of nvaxuating developmensal ly:ﬂ{icnted apen classrooms, the reverssl desiyn

Is inappropriate since iz is nighly Intrusiver to the instructional LrOeLean.,
It requires teachers to alter their interactions with the handicappid

child for'research rather than {nstructinnal purpases, and it

1

Asaumes

‘that Eherevis no carry-over of theittéacmcn;-efiect acress period reversals,
Hulciple baszliine dcaignq appear more promiaing The muiciplﬁ basu-

line desgign.involves rhe succesgive appliration of the treatment o a

number of subjects who are beinglmqnitored'concinueusly on the de;cwdenc

variable. A treatment effect is inferred if behavior éhanges occur only

upon application of the experimental Qariable. This approach makes iaas

intrusive demands on the instructional process, it does nct riequire large

numbers ‘of subjects, and it does not require a control group of children

excluded from the program.

ot

It has been suggested by some (Guralnick, 19771,

Wenne, Ulfeder and Dakof, 1975) that thisg approach is particularly well

suited for highly individualized/progfamming in a malnstreaming countext.
The difficulties in applvinglthis'approach to evaluating the effectivﬁ—

ness of dovelopmentally«oriented open ‘classroom activtcies are suhcle,

v

"derivdng ‘from: the shared control that characte*izns the.instructional

process, and the developmental perspective concerning child growth, which

views functioning as a system of interrelated skills set in & long-term

framevork. -Fir’ac,_ the m{xltipl'a baseline design assumes that the evaluator

e - i'-  7 . -1‘ L "lf}i;
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Aruitoxt provided by Eic:



the anget o}

- i
SToODy, B

4
A

RICTIRLY B N

Loyt g T4 PP H $ec d
TYONRNTseIl Beinrte the aduin
\
ul thelr knnwledge,
. z s i b - 3 'y “
2l B s Tl L o) thie
.
. P : :
tuoonly Timlted pradiceabtitioy
RN L R I Ty : -
entid Wil fallow B i R
Lny nandicupned

e

1y untdl {8 )he entars that cad ronment,
. .
' ‘
. i . ; ,
fmpactr on peers pasnger, and tapant on each ,
- - o - - F e e X s 3 S o b e - .
creating o new ses u:l!c;&iiuﬂﬂﬂip& with thetr awn boundaries amd cone
j
. . ‘ . : T .
stratuis., Ly s ui:?in thin peely crestod grgantzatiod chat Lhe Tidt
e _ " ) v\;' - 4 L . . . o o o :
program heging o unfold.  Evengtf the program 48 nighly porpoiefol,
A}
o u : & . s ) . P
atlempling to for rhe nondloapped ohild,

place within a {ramewory whode fuzure sturature Ly in .
Tnird, although there 16 ciavity and purpovelulnesys (0 the inng-lers

real structure for o pregram such as Hiter-Tearsen, : *

Lach xi.ghé bnai% develugmuﬁtn% uresy, ahurc‘arw e

that can be followed in the ashievement of thta de

aducat lonnl perspective,
/
i)

i

a

as
¥

§f one comprehensdve)

instructional strate

gppareas.,

in shore, the oy

o

[
i

¥

As wlth all experiwenzal =

O

ERIC

Aruitoxt provided by Eic:

each rouce
&t

spacifié

mny

£

resse8 an iadividoeal

geg of

Re

‘

le-pageline approach

eun

bip eauall

o~
As

h

ghori-f

ds {ses Sutheriand, 1%

.3

7

2% a3t

ot

i 9 . O ounitary -
7 .. . -
L way L
an oxpericental plrategy




B i A
5T :
w7 : -
o — 5
: 5 3, -
i 21 .
FO
o~
. #d
e 52 )
a9
~ ¢
% ’ .
) Lhe
. . e
. RN
\ . -
-
&
h )
wlF
Ak .
. i,
. . e g ,-
B pe & N,w -
. & A
: - % o
Y =
Yy X
L Ey % .
. b o . .
ESY e .
. o o
- f+4
B s et
]
<, .
3 ®
_ .
- *
ks -~ n
D by
-y = .
- . [ g -
o A ' -
. -
. & .-
\ ;
<.v i \‘ *
- - , . . & - -




L ’I

4

£
1

’

i

3

x
v

P
W

e -
ks
pud . -
ey v M N
S ¢
L4
,t.m
= o . K
; & % o -
b : T . e f
i L . pis N -t .
i PP N
. ek e . e
B & Bl B B .
R ! + ~ e
ey > . 2 :
Y -~ i » ,.. . .
& . . . et . .
B H Wy wt '
? B Vs s
at Rt 4 ** T .
8 e [R4 * .
-k - = :
e » ¢ 12
. . al
N ' LY . M . .
; - .
- *
. . - 1 R .

E

i
'
Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

 multiple meaaurea. Gne may th,ﬁ% of this approagk as a set of

‘s d;sru&aed later in Segtion VI S 3...f,. N

‘vides only probabiliqcia LvidEﬁce about t**atment effeotive

contrast, anecdotal documentation. of

Although no Bingle measgure in Mﬁis array muy be ‘bdividuailx strong,

geveral meaau:es taren togezﬁtr tan create a total picture that rnliah‘“

docimentag iudividual chi’d progress over tle . As

yiNg

) chxid dewelnn‘,

certain pacxarwu QOnBist?nt wiab this growch 9houlu emerge asrogs Ll .

windoaq,vf

each providiﬂg | allghcl; d*fferenc view of 'he ﬂ»me phenomenon. In "he-

~

next Jectinn, an artua‘ r*mae {s preaented ag_an il]us:ration of this mixed:

o

xltiplL meaaurcs &ppraach foa aaaeeaing chiid progreen. x . e

™
Y

Hmwe"e*, beyond simple stracegiea for documenting indivfdual pfog%ess,

a desgriptive 3inglL~caap methodology must - also considez two other fysues:

’_,...,m
by

1. To wnac uo ve attribute the progreas that we. uorument'

N

2.. IB this uccumgnted progreeq meaningful or ecu\atlonallv s*gn:iicant”

He examine the causal attributian quthion first; the second qhéstton
.- v R N

—

nttrtbution of E»fectl Lt isiimpoesible to obcain’ébsoluté causallty

A}

in soctal acienc&,fesearch. Attached to all of our- ‘knOwledge” is a mea-

sure of uncertainuy‘refleccing the inadecuacies ‘of our theories .and . rescarch

- strategles, and the 1nhnrent complexity of the basxc bocial phenomenu.

“Even the.perfectlv conducted randomized treatment- concral g*oup study pro-

In
child progchs constitutes weak grounés

on which to make causal. asqeraions about program impact. Even 1f the

B
0

2vidence concerning child progreas is strong, there axist. plausible alter-

et

niative explanations for such progress (e.g.. a natural growth spurt),
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~
In tha deuuriptive,ﬁcudy of 4 single case it 18 not comp! Ltely possible , \

to counter every alternat*ve explanation of observed progresds, It isg

_useful'co attempt~to catalogue.fq} each case the Posgible expluanations,
) :

~

and' to 46888 trom the perspective of the various participant° in the

" process (e ey parentu, teacher, evaluator#) the subjective like’ihood /

_of such alternatives. A demand for absolute\ayidence, however, .is a

dumahd_fpf absolute cauaality.(seé'C;onEach, 1975).

-

;n,fdcuaing on tne plaﬁsibility’ofzthe-program:impacz‘hypO:hesis

/.

we pTopose to exanine che causal theurv of action apparently operating

. in each case, Ac"ordiug to Patton" (1978) sqch an evaluation. model

rcqu res cthat we make explicit the assumed causal relationships in Lhw s

Lh&*ﬂ or HyeLem of objeccxvea for tne idnividual child, coustruct a ueans- '

'enu hierarchy, specity the va]idity asqumptione that link the two. cogecher
t , . "

'Jnu ident11y and collect appropriate data to exawine the - gogdness'ot fic"

, ‘ , ‘ ‘ . . . .
in the iudividual_case. S - ‘

B ~ N . oo ) . »
The deraal implementation of this causul Ln»orv of action evaludtion

.-
Al )

wode! ralves s number of quesnious that should be. dsk%pfabouc aach case: -

A, Progrum as_“lanned

l. Frow an examlnavion of the individual educational p_in aud

available diagnost%c date,'wnat would be appropriate gouls
S / A
and objectives-fof this cuge?

/
f
ro )

2, I{ the proglam is effective for EhLS Lhi’d wnat kinas or = -

progress, stated 5 uriori by parents, teschers), program

L directors and developers, should we expect to witness?

}

Q ’ ‘

ERIC | | |
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3. What kinds of program strategias would constitute reasonable
means towards this end? -

Although the information acquired from the responses to these questions

- a
~—

. N ’ )
18 insufficient for the utilization of a-ﬁoal-based evaluation model, the
meaningfulness of.any observed child progress must be examined in the con-

text of the recognized specialbneeds of the individual child.. Without

this base of data on the pr&gram as planned, it is difficult to make

judgments'conéerning program effectiveness, S .
B, Asséssment.of Child Progress

. 4. What emidence.is there that the chrld is making progress?
5, 1s the documented progress consistent with the assessment
- of the child's needs and 2 priori expectations about progress?
s

What other possible explanations for observed progress are

v

tenable (e.g.,'maturation, effects of otﬁer programs in which

child may participate, other activities on the parents' part,

etc.)?_ ' B

We employ here the mixed multiple measures strategy .to assist in determina-~

‘”tions‘about progress., ‘While careful assessment of a priori ‘goals (from

the data concerning the program as planned) is emphasized, progress should

S~

‘be monitored in each of the major developmental areas.

C. Program as Experienced
7. From the teaeher's perspective, what is the proggem

.intentionality (ice., what is it trying to do and why?) as

it actually unfolds oper time?

~o
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How does an outside observer characterize the child's

expefience in‘the}program?

. 1Is there congruence between the program as intended by staff

and as experienced by the child?

10. To what degree are the experiences of the child a likely

regult of direct teacher behaviors, the general structure

of the environment, or chance‘aapects.offthe setting, not

subject to;control7by any method or individual?
11, What theoretical base or philoscphical assumptions are

required to establish the validity of the linkage between
documented "means' kprdgram as delivered) and documented

ends" (asseSSment of child's progress)?

These questiona strike at the core of our. investigation of the plausibility

of the causal theory of action for the individual child. Answers to these

questions can establish a basfs.for forming conclusions “bout the activities .

in which the program has purbosefully engaged, and the linkage between
such activities and observed child progress. A key element'in' the
analysis .is a search for consistency -- in differences in perspectives

between teacher and observer, and in the means-ends linkages.
- N \ . A - -t ] .
This set of ‘eleven questions does not exhaust all of:the qnestions

f
. that ¢ould be addressed in establishing the causgal theorx\of action for

an individual child This set does, however, serve to iylustrate several

important featnres‘of'the approach: .\ /
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. It defines three basic categories of information in developing

the causal theory of action for an irdividual case: the diag—

nostic/needs assessmentﬂof the child; the description.of the

program as experienced. by the child; and the assessment of -

child progress. : _ . _ : ' N
Since the phenomenon under study is dynamic and interactive, our -

research methodology is consistent with these qualities. The

examination of the questions above 1is carried on in a prospective '

~manner beginning with the’ child's diagnostic aSsessment and following

through the child'. experiences during ‘the academic year.

* This approach has an analytic, or detective—like logic similar to
.the modus operandi of evaluation methodology suggested by Scr1ven -
(1976) The evaluator is constantly’interacting with the ev1dence,

drawing.on past experiences and:searching ‘the evidence for

plausibility of the competing hypotheses.

. As an evaluation strategy it involves a. combination of goal—

-

directed and goal-free activities. While the educational plan
for a child constitutes the starting point’ for the investigation,

the specific content of questions asEed“and data collected may

assume a much wider scope.' Further, this scope may change over . “

time in response to changes in program intentionality or observed

child progress.

Thus, it should be clear by now that the/primary purpose of the ‘res

'search strategy described above 1s to develop Jprocedures for conducting

i an internally valid study of individual cases or'individual children.

[

21 ' B
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The traditional quantitative methodological perspective does not iocus

primarily on the question of internal validity i.e., did the intorventiun

produce the observed results? Rather, the focus of the traditional

approach ig on issues of external validity will the results of a parcicu!

intervention generalize to other similar cases? Since external validicy

can rarely be ascertained from the study of a single case, to address

\\\ these issuss a replication across“cases is eessential. But such repll;dL\Ul“'

depend upon Jdcntity of diagnostic assessments treatment approacho,‘ aid

'{< 'Otuer variables that imply a level of controllabili y and pred1ctaoillb

©
3

\\ not found in open classrooms and rarelv achieved in programs that glve

’

credence to individual differences}' Such an’ individual educational progrxw .

is described in the case’ study which.follows.

V. An Application of the Causal Theory of Action hvaluatlon Model

ES

‘ Bec"g.g

A. Program as-Pianned,

1. Child Objeetives, . As npted in Case l,“Bécky is a

u

five year, ten month‘oldigirl who displayed'unusual language usage, poo:
fine and. gross motor skiils, inappropriate social’ benav1or, and a h’lgl ene.d

sensitivity to distractions and de5a1ls in her environment when she ifirst

[

entered Eliot-Pearson. In response ‘to this set of expressed needs tnc‘

program objectives presented earlier in Table 2\were.Selected In par-

Jticular,'several objectives were heavily emphasized with Becky Lhrouthoul

the entire yeat. lhese 1ncluded the abillty to express teelinbs, to

develop a sense of independence and self-confidence, to increase leve )

of attention and involvement in"activities,"to improve the ability ¢o make .

transitions, .folloy classroom routines and make self-regulated choiies,
to increase positive interactions with peers, tc acquire skiils of gruup"

N . | 7 - pﬂ_ - ? ‘ 23{):5 ;




167.

fparticipation, to increase body awareneas, to develop the ability to cut
with scissors and use writing and drawing implements,

4
ability to differentiate between fantasy and reality,

to*increase the-

to acquire readiness

skills, to acQuire auditory memory skills, and to.stimulate expressive

language usage}

i
1

2. Egpected OQutcomes, Becky was expected to make progress

\

during the'year in particular in the personal/social domain. 'Progress would

. be noted in sustained attertional ability,

o

increasei/ingependenﬁeTWith
. N

R
appropriate reliance on-teachers increased ability to share materials

_and space with other children, greater proficiency in making tranSitions,

and increased ability to participate appropriately with other. children during

group activities. i . o ‘:; .. | ‘

3. Classroom strategies. A variety ‘of strategies might be

utilized in helping to effect change, for Becky in the personal/social domain.

Since. Becky preferred the dramatic play area of the classroom where she

1

could ‘become self—absorbed in doll play, her doll could be utilized as a'
transition. object to introduce her to other areas of the room, With doll

in hand, the teachers might direct Becky to the fine motor area, for example,

and structire an experience for her from -which she could derive success,

As the year progresses,-

"such as an open-ended activity using on§:inch cubes.

the tasks can become more structured and, longer'in duration,--The teachers

should expect to maintain proximity to Becky but to decrease their immediate

presence With her. However, they will probably continue to- be required to

assist her in making tra‘nsitions. Peers should- be\enCouraged <

to use the 8ame area. of the classroom as Becky occupies, with teacher- directed_

o 2
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modeling of ghared behavior. Eventually, it is hoped that Becky will be

able\to parricipate in small group experiences ‘with minimal teacher

intervention and generally appropriate behavior:—
\

”? . ' ‘ B ~Assessment of Child Progress
’ 4. ‘Evidence of Progress. At the end of the yearx Becky's
&l?" o progress was tabulated by individual objecrives on the following chart. .

This chart reflects the totality of the program objectives; however,

~

only certain of these objectives and data points were particularly

relevant for Becky.

Insert Table 4 Here

The chart includes seven categorles in which data is collected throu"h—

tutéthe ycarn ObJectives eonsldered relevant to assessing progress are

&

those which have more than two : recorded data points. A descriptionﬁof the

major'catogories fol‘ows.

The MSCA, or. McCarthy Scales of Children 's Abllities (McParthy; l972)

is a formal assessment instrument spec1f1cally selected to evaluate cognitive'
func'loning in young children. It was administered in aépre/post format - in

the fall and spring; ) -+

A formal classroom observational instrument was also utilized ln a

pre/post format coincident with the MSCA. This paﬁticular procedure

/ . . o
counted frequencies of sgocial interadtlon between/Becky and lier classmates

'

and veachers, as well as frequencies of levels cf play (Parton; ]932);'“

" during a twelve minute period of time, Becky was observed four times in

Ry

. B4 ot . - N
\‘1 e - . L




169.

~ TABLE 4 | . N
Evidence of Progress: Becky -
' 21 ala. o2 £
B2 | 2 |28 [ux 182 |« {B24
] # 8= - |00 lux cs 52 a
PERSONAL/SGCIAL ) e
1. Feeltms - + | -
2. .S/’gpar.a.tion v‘ + A ERasl Bas : ' +H
| 3. | .Ir‘td‘epéndené'ep. 1 ++ T 1 ++
4 Impulse-control = =~ | + . T+ {+=+ T T +
s Attention  ; Lt 1 IS
6.  Trgnsf)ti,onk 0 + 0+ | o 0
7. Feeding
Toileting . 3 .
: 9."'I..Self:-iua§é T. ++ + -
0. Trust teachers | o T - T ++
11, Make friends e Ll + B
12, Beer 1nter;ct10ns | : T | + +H ++ 4+
13 Group participation BE + t
© GROSS MOTOR
1. Hop, 'skiﬁ,’ etc, ‘ + B =+ +
2. Body anrenes§ |
3.__Throw balll’ i i A
“4. Coordination | | M B H H
FINE/PERCEPTUAL MOTOR o T
1. Ct;t and draw , ' )HN' o -, o+ +
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TABLE 4

Evidence of Progress: Becky (continued)

o+ ¥y

Np chanae’

y: Degree of Change

- Better than average change

Average change/developed appropriately:
Little chamge/not as much as average child

Ry

o
512 182 |83 | wlzis
5 |8F |2 |28 (35|38 | g |40
g |82|E |38 |FLIBE | % |24
- FINE/PERCEPTUAL MOTOR (con't.)

2. Mrite and print “ ’ 0 + + + +
~3._Shape discrimination o
4, ManipUIIfi;es- | =+ R E  ++,

B, Buttbn, zip;'tig + 0 0 "o
gosuxwlvyumums -

1. Explqraiionland'masteﬁi + 1 + ey

2. Reality and fanfdsy.k + |+ + +
'3. .Ré&dines;' 3 | + H T 0 -+
4. Match, classify |
5. .Pre-reading
- 6. Understand number 1 o
,"7f Foliow directions ++ ;44_\‘ + T ;f
':87 Auditqry uenorj' 0 o+ 0 0
9, ExgressiQe lanquage + | SO E=
’-IOV'C1ar1§y_of.speech4 ?'

11, Name objects

12. Use pronouns

13. Pr@ber syntax
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the fall and Spfing. Reliabilities were achieved between two ebservers for

'all Catggories.

Tutorial was included in Becky's program twirv a week to further rein-

fotce,her general:skill development, Specifit”objebtives were .chosen that

Lt

were apptopriate for a one~io~one setting; a variety Df,teaching strategies

was utilized throughout the year, The tutor asqesaed Beck 's change on

specific objectives at. the end of the yea:. An ertpnwdent observer cowp’eted

‘open—ended clinical observationa aon’ Becky

four times dur*ng thc vear uhile

E Becky was parricipating in clasq activities. These obseryations yielded

. descriptive informa ion. about Becky 5 socta1 interactlons, her inVOIVPmPﬂt

with matérials her play activities, interacticnb with teachers, qualluy '
of grouﬁ“pﬂ}cicipation, and general affective tﬁoe. .udgménts were wade

rrom the destript»ve data to be included on the mdtrkw-

At the conclusion of the school yea tcathers completed 3 t;nal report.

- concerning each childl' LhiS tonstituted a descrxptive narrative whiuwn

assessed each child's development in 21l major domains.

e A develoomental.checklist was tompleted by thu teathers twice during

‘the year, It in<1wded a delineation of speciFlc objectives in a \ritorion—
referenced format; with commencq about a chtld S pIOgress or developmtﬂt

mn'televant objectives,

Finally, time samples wore developed on an individualized basis for .

a few objectives which required more extensive.documcqtation. Tnls procedure

! : ]
was administered monthly to assess ongoing progrnq< in a specific area, For

oxample, Becky's dntlitj to sustain attention durin& a manipulative
activity was monitored °n a regular basis.

,_ < U
o ’

ERIC

Aruitoxt provided by Eic:
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. gumminrizes Hacky's evidence of prapress on oach of nef
individual program objectives sclesced for her. An : otk
degree of change s tndicated for gach {nstrument congainfhy relecant daza
Conecerning a %?“:&fid‘@hjactivu. Crange 1 ahoen by means of @ fogrepning
scale vanging from "0 {i.e., no change) through ”T“ (L. 6., Beller Lhan

bl .
average change). Hlanwk calls {n the metrix appuar {7 A parsisoelar insorpe
o . -\ .
ment contalns ao data relnvant for thac objective. The,lasy colunn o
N the table provides a suz&a"v asgeasment of all e gvaliabie {or
assenslag progress on gach individual )0*e¢'1 Pr osbauld heonoted thor
rules far assgessiay each, data polnt were developed 15 rhe i wuch
case.  Greater at Lentlon pust siill he 13 Aved oy
celearly artfculating these deciston ruies.
1 .
S Uomsistency of Expaectations. and Propriess. Censiitency
€ N
B af progress erpected and progress recovded u&ﬁ wist uu%'un feversl perinti,
X . . . .
For evxampie, with the objestdve, "Bueckvy (s te Lacrease her lavel of giteation
cand inve lvoement periviTios )" {Gé}ucnivﬁ‘% PeranaalfSosfal), - the
observation indicaced thar Becky decreased fn ns o spied play and L ra s o
) . ,‘i . - . o
tn sobfvary and parallel plpy. Tutoring wordd that Bocky was able Dy g0t
- + ;. “‘"‘.:‘_ E -
. . . . g : A . .
. oand focus on an actdwlty fbr oas long as minures,  this was alse sou-
- . . T . ./' . : 5 e
rormed by the ¢linlcal abhsarver., The fiwnl _repory ; Chat Boory hid
fncreancd he'n attenirog Jduring dtructured artivitle Recky Jdiapiavnd
. fess distrmfibil ity and more ability re sustatn her attintlon as pobe
u,gql‘itawcly iﬁ her an-task behavior. Al of these carepories representyd
. " ‘ . i
aehiigh desree o chanpe;  thus, Recky was fudged te hawve increased io hoer .
(A ’ . R . .. B
. arrentd Ohul avilsttes, and this was fdentiiied a8 an area of aeed for her,
. - g ' ) : e
‘ .
. 21
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TABLE 5§

Program Intentionality: Becky

=
-Q m
m — g —
L T o < —~
Ly o [O 2 o} Ll 1
Lo gy i 7] o~ b I O
(O I o — e U -t ] U /
o Q. o] LY} > o2 ~d L3 /
U E av] b4 Lo 3 o
Sl ¢d -, 9 [V €3} }f O ~
DPERSONAL/SOCIAL
L. Feelings N yes 4 -3 2 3 3
- 2. Separation - yes 3 o2 2 2 3
3. Independence : . yes 4 2 B 2 3 - )
4. Impulse-controi . 1 yes 4 2 |, 2 -2 2
5. Attention yes 4 2 2 R
6. Transitions yes’ g 2 3 3 3
7. Feeding E “no - / o
8. Teileting ‘no
9. Self-image yes | 4 2 3 3 3
19). Trust teachers . "Yes 4 1 3 3 3
1i. Make friepds yes 4 3 3 3 3
ig.f Peer,interactions . vesd & . 3 3 2 2
13, Group participation . yes 4 2 3 3
- GROSS. MOTOR |
1. ° iHép, skip, etc. . o “yes 13, . 2 .3 3. 2
2. .Body awareness ‘ yes ) 2 2 3 3
3. Throw ball o
_%. -Coordination yes .37 T2 3. 3 2
"FIﬂE/PERCEPTUAL MOTOR
1. Cut and draw yes 3 2 4 4 4 21 p
o 2. Write and princ . ves | 3 | 2l o4 4y S
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TABLE 5
Program Intentionality: Bécky (continued)
-
| ] » ,
b v | =B | = —
IR AR A
| 2§51 3 | & |F2 | § |82
memcmw MOTOR (con't, ) .
| 3. Shape d‘lscr‘luination RO
4. Manipulatives ' }es_‘ 3 2 4 4 4 .
. 5. Button, zip, tie yes 3 E. 2 |
\,ﬁoenm'vgﬂ.muuss | | |
1. Exploration and mastery yes K 2 3 3
2. Reality and fantasy yes \ 4 2 4 4
3, ‘Réad‘lness ) ~yes | 3 2 3 4
4, Haich, classify : no
5.“ P}e-readigg | O
6. Und'erstanc-! mmber no
7. Follow directions yes_ | 3 3 3 | 2
- 8. Auditory memory - - yes 3 2 2 2'
9. 'Expresswe'languagg | yes ¢ | 2| a4 |,
o, Clarity of speech . o | )
11, fame objects - ' __ho
12, Use pronouns S m
13. Proper syntax - 1 m
' 215
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Insert_Table 5 here .

This table can be used to summarize the program from the teacher! s

perspective, It graphically represents the teacher s _theory of action

or- the teacher's account of what took place in'the-classroom during the

course of the year. The format for displaying this information is consis—

tent with the major features of the Eliot-Pearson program. A different '

educational approach; or a dif ferent evaluation audience,amight entail a

different'format. The format shown in Table 5 was adopted.as a means of
. examining the teacher 'S judgments concerning the program's accomplishmehts.
For example, the objective, 'to increase.the level of atention and involve-

ment in activities;" was highly emphasized for- Becky. Adults (rating = 4)
were an integral part of helping Becky sustain her attentional level whlle
poers (rating = 2) vere not an essential component in achieving this objec-

tive for Becky. Rhysical environment (rating = 3) was les's important than

materials. (rating 4), although both of these variables were consldered

by Becky s tnacher to be critical to the acquisition of her increased

.attentional abilities. That is,‘speciiic meterials were utllized to help

~vher learn to focus, while the arrangement of the physical environment into

small, corttained learning areas facilitated the teacher s Work w1th Becky.
It should be qnoted that in developing their report on program

o

"intentlonality,' Becky s teachers drew heavily on the1r menpries, case
notes and anecdotal records. In future efforts the quallty of the data

o

~“would be enhanced if teachers were interviewed perlodlcally throughout the )

218
o . . 'J
Q dvear, rather than simply at the end of the year. Information gathered from ° e

?
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geveral time points would provide valuable data concerning changes in.
teacher perspectives over time. In addition, such a strategy could serve
as an ongoing mechanism for resolving apparent inconsistencies (see
Question 9 below) between the theory of action as“articulated by the
teacher and as viewed by outside observers attempting to characterize the
program's ‘effects as experienced by the child.

5 :
8. Outside Observers. The information described above

forms the basis for a retrospective clinical case study. Taken alone, it-
constitutes a limited data base for conducting applied research (see

Hersen and Barlow, 1976). 1t provides.one perspective concerning a,

.
BN

‘highly interactive_phenomenon. _Thus, information from an outside observer

attempting to view the program as experienced by the child represents a

critical comparison standard; When these data — collected by observers

","blind” to reported program intentionality - agree with teacher reports,

/

the validity of the description of the program is greatly enhanced. When

-

inconsistencies appear they suggest possible weaknesses in the program sf

intended theory of action, and could thus prove valuable in informing ‘

future program efforts. - . ' S0 /
{

Since only four observations of Becky were conducted during the f

. course of the year, only limited.information was obtained.' Nevertheles%,'

) . when combined with the data from the formal observatiofial instrument,'some
interesting conclusions c0uld be drawn. For example, the structured / .
observations of Becky showed with the attention objective, that she g

i

' increased significantly in solitary and parallel play by the end of th

J
year. The informal open-ended clinical observation also yielded a trend

- < /
towards longer suatained involvement in activities. ' ’ \\ f

‘ 217 o .
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In short, the observational data are critical to the successful

implementation of the descriptive singe case strategy. In planning

future evaluation efforts, greater sttention should be focused on

devalopiug procadures for gathering data on the program as experienced by

the child

9. The Program as Intended and as Experienced. Due to

the limited observational data noted above, judgments concerning the

congruence between the program as described by the teacher ("program

1ntanti°nalitY") and a8 Viewed by outside observers (" program as

experienced by the child") wag algo quite restricted.  Where observational

did exist for Becky, c°n81‘uence was obtained in most instances. For
example, Becky wae encouraged to devote a great deal of time and attention

B

to utilizing the manipulative materialg in the classroom, On virtually r
all measures of progress she displayed increased’ competence, flexlbility

and 1ngenuity in using blocks, roda’ counting Cubes, chips’ interlocking

puzzles, atc, The clinical obseryer frequently recorded Becky's successful

b

experienceg with msniPU18tiV88, whereas her teacher indiee:ed that increas—

ing Becky's fealing °f comfort and competence with thege materials was a

critical objective during the school year.

10. Intended Effects vs. Chahce Effects. ‘An overall

review of Becky's gtatus” When She ent:ered Eliot-~ Pearson, of the program

’ and of the observable changes that she demon—

strated indicate a high level of intended effects. Specifically, Becky

entered the program at Eliot- Peargon with difficulty in her language

usage, social behavior, skill dEVelopment, and attentional skills.

_Coincident with her assessed needs, specific objectives were selected fop

o

her and evaluative information was collacted across a number of data pointS.‘

<18



. better able to plan her body movements.

many objectives whilé others were more resistant to change. A

" At the end of the: yeara progress was evident across a11 major domains

Becky made progreBB in the peraonal/social area as indicated by increased

bl

attentional level, increased independencc. increased ability to join

other children in play -and 1in sharing the same space, and increased

a~

ability to pa.ticipate in small’ group activities. Gains were not evident

in making transitions in the claasroom.
In the motor area Becky'was'more aware of her body in space and

She showed more facility in |

-manipulating small objecta and in uging 8ci880rs and writing tools. She

did not.show change in buttoning her own clothing, however.

Becky's cognitive and language skills were ‘the 1east emphasized this

_year, Nonethele88 progress was indicated on a few objectives. Becky

used more areas Of the clagsroom, learned color and ahape names, fcllowed

two-gtep directions,.and was more»appropriate in her conversations. She

showed little or no change -in differentiating reality and fantasy and in

her auditory memory skills,

The program as planned for Becky this Year was intentional in its

-

attempt to effect change on specific objectives. Progress was evident for

reasgses sment .

-

of Becky 8 needs is- in order ag well as a scrutiny of teaching strategies

a~

which were'. effectiVe with her this year. In this manner the parameters

of the program WhiCh were effective for her will become more apparent

'11. .Theoretical Position.: Thelppograﬁ as implemented for

o~

Bécky reveals an assessment of her needs; it also yields an insight into

the bagic orientation of the'Eliot—Pearéon approach' Personal/social
I

objectives are afforded great care and great attention. Beckj is

)

.;ﬁ.lf y' 23119 : :l_ . - L ;
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T

assisted in learning how to interact with her social environment —- both

_ peer and adult. She is also encouraged to interacc with and explore the

Phyaical environment of the classroom. Indeed, in many instances -

. cognitive objectives‘are utilized--aS means to affective ends and actua] -
-implementational sdrategies&are-déveloped in the teaching-learning
Process. This ‘approach thus reflects an emphasig on interactivity at
all'levels ofmperformance and learning as well“ag a deliberate ECCEmpt‘
toﬁenhance development through increasing:every child's'ability to

-

adapt to a continually challenging learning environment.

VI. Placing,a Value on the Effectiveness Data

The ”Standards of Comparison" lesue. We have related in some

detail a causal theory of action model for evaluating the impact..of open
classrooms on individual children with special needs. -From our piloc
xperiences with this approdch we are convinced that it is quite p0ssible
to make statements with a high degree of certainty about program impact
: on an individual child. NeVertheless, we Still ust confront the :
standards—of comparison issue. That 18, "Are the results obtained with -
: some particular child at Eliot-Pearson better than would héve‘occurred
in some alternative prograa?" _ | : =
Ideally, it would be desirable to have data on how the child in
-question would have Progressed under each of the alternative treatmencs
possible. ThUS: the treatment control group Paradigm solves" the -
standarda of comparison problem by creating a randémly assigned grotip

. : ;o
that receives no services Because of ethical considerations and recent

. legal mandates that provide an appropriate EdUCation for all children

/it,is impossible to’ pPropose a ' 'no service?{ group as the standard.since,

O
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in principle, every handicapped child should receive some services

gsomewhere, This consideration also. greatly limits the utility of the

\\
multiple baseline design" since it too requires non—treated" cases.

~In Seneral, the only reasonable standard for judging the progress
. of an Eliot-Pearson child is against the progress of children with

‘gimilar needs and a similar educational plan in other eligible sgervice.

.

placenente. Extensive logistical difficu1ties'arise when attempting

to establish valid cdmpariaon baSGEHOE this kind. For example, at
Eliot-Peargon the group of»special needs children represents a diverse

array of diagnostic assessments and handicapping conditions including

DoWn'B"Syndrone, hearing impairment,»cerebral palsy, blindness, leatning. -

—diaability; developmental delay, emotional disturbance, etc. Essentially,

the PrOBY&m is delivering eighteen highly individualized programs, each

with its own goals, objectives and implementational strategies. Even

where objectives are the same across children, they may still require a

different comparison standard since the developmental restrictions and

expectations imposed by different handicapping conditions may be quite

- different,

In short, this'situation'implies a need for different gtandards of

comparison for each child where the choice of an apprOpriate standard is

baeed on an identification of important developmental features of the child.
‘Theae developmental standards do _not currently exist,'and it is likely

that numerous difficulties would be encountered in any effort of this

kind. To develop such quantitative standards would require the establish—

‘ment of an extensive data bank of’épecial needs cases. fDiagnostic assegs—

ment, ﬁrogram-deacription, and child progress data would have to be
" included. It would require a standardized reporting of information, and

e . R o
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- taxonomic procedures for accumulating similar cases would also have to be ..

-

developed. In addition, it _would require new strategies for analyzing

these data bases gimilar to the ghort -time series merhods being

;developed by Strenio, Weisberg, and Bryk (1978) and by Goodrich (l978)

It is not clear that ‘such standards will ever be developed

The problems are further compounded by the fact that different

programs and approaches‘na#ivalue very different short-term goals and

objectives. For example,'an open classroom program might-have short-

term goals for a specific handicapped child that could be quite different

_from those of a program w! ' a more behavioral persuasion. These

alternative programs simply define '"progress" differently in the short

‘Comparisons across these kinds of programs cannot be reduced)to

" an empirical decision rule since the issue in question is either a theory,

v

or "in the absence of theory, a set of values. Lacking«the theoretical

baee to resolve such questions, this type of comparison question becomes

a matter of personal choice. The best that can be achieved is a careful

description_of the differenceshacross programs in terms of their causal

theories of action in similar cases; the differential patterns of progress

" that emerge from each of these programs would also have to be articulated.

Such analyses could prove very useful™to individual teachers and parents
confronting child placement and personal"value decisions: 3However,

such information cannot be used by evaluators to decide that a particular

'program type is ”better or "worse" than some.other program.

"At the core. of the. standards of comparison issue is the question of
/

whether the observed child progress 1s educationally meaningful The

traditional treatmant control group approach, even when perfectly
Is

'implemented ‘does not directly provide information of this sort. Rather,
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this approach substitutes statistical significance (e.g., a significant
t statistic asgociated with a mean difference between two groups) of an

estimated effect for the’ educational signifcance of any measured program
._effect. Whan such studies attempt to dssess the educational significance
’of the intervention they invoke essentially arbitrary~standards (see
Carver, 1978); For example, in the recently dompleted Follow Through
evaluation, the evaluators defined mean difference between groups of one-
quarter"of a atandard deviation on a normed test as "educationally
significant" (Stebbins, et. al., 1977). This is'an arbitrary criterion.

with no-established theoreticalvbase.‘

. - Thus, in the absence of a theoretiﬁally grounded longitudinal
| data bank of the type suggested above, decisions about the meaningful—
nesas of individual progresa should be,based on individual clinical
_judgment.» Clearly, in some cases there will be overwhelming agreement‘
«In other_cases, however, there may be'substantial disagreements stemming
largely from very different individual value frameworks. It 1is. o
important’to‘realize that this situation is not;greatly different from
that of the well implemented treatment control group-study:- The -

- R , .
continuing debates and the persistence of different pOints‘of view
1egard1e88 of the results reported in a particular study or the quality
-of the methodology utilized attests to this inherent ambiguity. In

proposing a descriptive eingle—case methodology, we have Simply -focused

‘on the ~mﬁ&hin8fuL9888 question." The treatment control group approach, -
"with all of its quantitative machinations, simply sidesteps the
important queation -- "Does it really matter enough to act on the informa—

tion7" Thil ia the key policy or}action_isaue.

i

Q (~ - S : : r o o £3f3(3 . _ o~
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Usefulness of ?rogram Effectlveness-Data
————_VENess lat

1

The approach preqtnte

in this chapter suggests the need for a reexamlnation of the rationale
for program impact evaluation. One rationele that becomes apparent

is the.use of program effectiveneaa data ln ‘the management of information

concerning 1ndlv1dual children Open classrooms- based on develOpmental

prlnciplea requlre a form of ongolng evaluation that assists teachers
in mﬂkinx senaa of what thedir puplls are Uorking on, and that 1nforms

" them of Some of the effects of their own behavlor The method commonlv

used in open clasgrooms to achleve these purposes ts that of lnformal

naturalistic descrlptlon. The open classroom teacher, as reported

in the literature (seé, for exemple, Brown and Precious,i 1968), 7

constantly "jots" down.pertinent information about the child and his/

her'actiVltles: Theae lnformal Tecords presumably comprise Lhe chlld 9

evaluation. There are several problems with thig ' meLhod " problems

that might concelvably be elimlnated by the descriptive slngle-case':

approach preaented in this chapter,

The first problem ia that of {ip¢ ormation overload Veturalistlc-

phenomenologlcal records are descrlpclons of behavlor unblasec wlth
respect to content: everything the chlld does is’ included ln the rscorcs.'
OfAcourse

1c is 1mposslble for a teacher to mark down or remember more

than a fraction of what each of hle/her students does every dsy. But

this fraction mounts up. The recorda of 25 to 30 chlldren can bhecome

immense within a few months- As they grow in length the lnformatlon they

contain becomea 1ncreas1ngly difficult to use and to aaslmilate There—'

‘ fore, as. the 1nformation accumulatea teachers perceptlons become more

rlgld and lnflexible

Their categories for asslmllating this jnformatlon
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puplls s thus one of gradually reconcilitng new vehavior o oid

patterna of perception. Thelr behavicr becomas st cro""pv ieges

4ca diagnoutic and iﬂtefpteb*v function and Lnstead of ‘uwaluarien ~¢

on-going changes in learning, their informal repores bgg‘

-
& W

lists of beﬁavioral outcoces,

¢

in other words, ag the teacher's records of (nformal nhgerva- '

o
o
f
-

<
P
o
s’

tlong concuerning each child grow, it becomes increasingly Jdif¢

follow.the effects of the complex of previous interventions and expl

ploras

Cr

.

¥

tions. The resulting .14{sts of behaviora are lov on information., &iwven

the interactive qualities of ;eacher deciaiom~m&aing in open classroamy

‘and the requirements of individualization for children Qitﬁ apecial
needs, as the teachers' infdrmnciqn about thelir pupils bHecomes limired

&

the leérning experience for those chi liren cov respondingly narrows.
Tha deacripcive ecudy of individual child*en that {8 outlined abovc can

be urilized as an information- management syatem CO guidn~ch@ implemeuca~

tion of the diagnoatic~preacr€ptive procpge in open classrecoms. Suck a

f

systep will not encounter the problems of ”in‘ormation overload” because
it 13 designed to integrate an§ organize large quencicies of disparate
_daCa concerning teacher {ntentions and childran'e experientes. Whether
thia potential use 1a reslized is “r*ncipally 4 matter of whether crv
not teachars and pvogram directo%s find the data generaue& by the mixed
‘mulcipiqjméasu%e strategy ueeful enough to warrant the required
contributicn of thei_r time to daca collection eff.orts.
| A seéond use of the egfecciveneee data generateé by.the individusl
-caae‘studieppaffects parenté_of special needs children. If degcriptions
of eduéatéonal'pr;grams_of other children similar to their ovn vere made
l{llcn o - . 203
F _ .

Aruitoxt provided by Eic:
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avatlable to parente, 1 couls RMelp to gabe condrterne . Lha Cafing ol

different causal theories of action of wvaricun prograns snd fo

pragent =more clearly the 1ikely outcomes BRENCIRTES with paeh

alternative. Thie ahould iedd paTents e ¥ wore fnformed ehtice

toncerning program placements for thu‘f speclel needs childreg.

Ll

hird, ae zases ace accumulaoted over Ulse

cpportunity for building a ?nc.' Bdge base concerning the wifectivanian

Ff-spccial educstion programsing and educar fonai altornat? e in

genaral, Although {1t is nat Po8Eidie To make direer infarencea fen

{uture practice from any slagle individual case tepnrt, replizac

“acruss gimilar cades would certainly provide such a basis. Ig-ard

to accomplish this task tr iz nee seary o develo ceduren for
. ) P

systematically accusulating the casan and fovr summprizing acrass tha

descriprive svidence. Zc would be desirable 2o ur{iize a wethodology
Lhat combinua {hé concretencas of the individusl cases w

aizmed 8t bullding general progras theories of AcLina.  The gualizative f

L

data analvric serhod (aee, {ov example, Denzin, 19790, and Schatzoun and

ftrauss, 1973) seenms bus: guited for this purpose.

1. Summary and Conclusfons

Tradicfonslily, the.r:catmgnt conzrol group paradigm hag been

u:ilizeé in the evé}uatiﬁﬁ of prograzm impact. In this chaptey, hOUGVﬁ“‘

we heve argued that this npproach does nnt address the iundamentaI Tenets

of 4n cpen classroom which embodiea a a&ve‘ﬁvﬂental perspective. -An

glternacive te standard expcrimantal design ia pregsentced,

and tes applica- e

tion and relevsn;c to open claasroom s&acungf~ is discussged, o

-

ERIC - . .~ o FE0e s

Aruitoxt provided by Eic:
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examination of all of the. evidence that it is possible to collect. While

»statiatical methoda can play an impottant role in helping_to .evaluate the

' évidence, they do not dictate a rigid research sequence that, must be

- puraued.
We have aketched out and illustrated an approach to implementing

dhese ideap " This framework was developed in an attempt to assess the

effactivenesa of the developmentally- oriented program at the Eliot-

-

Paaraon Children a School It {s offered as & tentative first step We

hope that by preaenting ic” here we might stimulate further thought on
rhe basic iaaues of evaluation and encourage the continued use and -

B refinement of this approach

In our experience this approach provided an accurate perspective

1

concerning. the impact on special needs children of the developmentallv—
9

-

oriented open educational program at Eliot-Pearson.
: N5 ,
-a5 well as aspects cf the

It helped us to

identify. some succeaaful teaching atrategies

'.KLchildran 8 davelopment that required greater attention, consideration,

2 e .
and planning Finally"If was uaeful in generating information that
: F)

'enabled each potential user -= teachera program directora, parents,

and othar(profeeaionela ~- to addreaa the real valuation qgestion, “h

~

as

tne,program made a maaningful contribution to the lives of children?“

g
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IV.  INSERVICE TRAINING AND EVALU@TION OF TEACHING STAFF

{

Aﬁ Accomp]ishments
1. Inservice Training

Inservice training for Project staff takes place during regularly
scheduled staff meetings. The entire full-time staff meets every
Wednesday from 2:00 - 5:00 P.M. :Staff meetings serve typical administra-
tive purposes, but also afford opportunities for communication among the
staff as a whole and for staff development and training.

' On alternating weeks the school's consulting.psychiatrist, Dr.
Samuel J. Braun, is present from 3:00 - 5:00. Case conferences and-
presentations are made when he is present. In 1977-78, Dr. Braun-was -
present at nine staff meetings. Case presentations were frequently. extended
to include discussions of general i$Sues implied by a given child or family
situation. Examples of these fssues include retardation, alcoholism,
elective mutism, separation, hypéractivity, the effects of medication,
talking with parents about handicaps, : terminal illness and death, “super
heroes," etc, . A ‘

_ On alternate wéeks, the 3:00 to 5:00- period is reserved for dis-
cuss19n.of related issues, workshops, films, etc. Typical topics and
activities covered during this time period included: -

a. The history and responsibilities of the BEH funding at
the Children's School;

b. Discussion of evaluations: Gesell, WPPSI, Stanford-Binet;
C. Film: Like Other People; - o
~d. Film: People First; .~ -
e. Discussion of defect vs. developmental theories of
‘ retardation; . L N
f.  Hospitalization;. . S -
g. Discussion and videotape of Gesell evaluation;
h. Informal assessment workshop;
. . Documenting children's classroom progress; 2
- J. Discussion of- research on mainstreaming project;
K. Discussion about home-teaching; ‘
1. Strategies for working with parents on mainstreaming;
M. * Workshop on motoric training; -
n.. Workshop on music;
0. Discussion of organic Curriculum; - ;
p.

Further discussion of talking with children and parents
about .handicapps;- ' - . :
Talking about our feelings about handicaps.

0

_ ' "In addition to weekly meetings, the staff meets as-a whole for
three days in-January following winter vacation. During these three days.

2:—,,‘_
e
3

v
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\\\ ) . .
the effectiveness of the entire program is evaluated in depth. In 1978-79 .

opportunities for evaluation and reflection will be instituted in the
school calendar on an approximate .six-week schedule,

-Finally, during the fall of 1977 the School was fortunate to have
Mrs. Frances P. Hawkins spend two days observing and meeting with staff
members. Mrs. Hawkins is associated with the Mountain View Center for A
Environmental Education at the University of Colorado, Boulder. She pro- .~
vided extremely valuable remarks and insights concerning the program in
general and ourapproach to mainstreaming in particular.

2. Staff Eva]détion

: The teaching staff at the Children's School is highly experienced.
In 1977-78 the mean number of years of teaching experience represented by
the staff was 5.0 years. Accordingly, teachers are expected to perform in
an exemplary fashion in the classroom. In order to provide feedback to
‘the’ staff concerning their classroom teaching, an evaluation form, entitled
- "Criteria for feedback" was developéd and used in 1977-78 (See Appendix 5).

- The purpose of the form, as stated on its cover. page, is to provide
teachers with feedback to be able to identify areas of thejr work which
meet expectations, exceed expectations and that are in need of development.
-The evaluation is not summative., Rather, it is intended to assist teachers
in maintaining strengths and developing new areas of competence.

. In 1977-78 the forms were filled out in December as a self-report,
by individual teachers, and by the Project Director and. Associate Director
of the school. . A meeting was held in which responses were compared and a
“contract" about next steps was agreed upon. The forms were filled out
again in February, after there had been an opportunity for the contract

to be implemented. - Responses-were-once-more-compared,and-next-steps_were
again agreed upon.” This approach to evaluation was considered successful
by all participants and ‘'will be continued. - :

B, S]ippages'A

None

[

&
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V. TRAINING FOR PERSONNEL FROM OTHER PROGRAMS

A. Accomplishments

1.- Departmcnt of Child Stud Training Grant

‘ The Department of Child Study was ‘awarded a Part D tra1n1ng grant
from BEH co-terminus with this project's award. Nine trainees were

.enrolled in the Masters level program beginning in July, 1977. In coopera-
tion with the Training Project Director, eath trainee chose a p]acement
experience within the School dur1ng the summer.

" 2. Other Students

‘A total of 65 students received trainihg or direct classroom
‘experience in the project. They can be classified as follows:

Exper1ence _ ’ - Number of Students

student ‘teaching _ 10
graduate assistant : 3
BEH trainees” 7

~ tutors .. - _ 16
field work placement : 19
work-study students 3
volunteers. 7

i 5

The level of exposure in this group ranges “from a one=- day per week vo]unteer :
to a graduate assistant who commits 20 hours per week in the .classroom plus
" additional time.for preparation. Numerous-other students utilize the - -

school as an observat1on site to sat1sfy other course requirements (see
Section VI). , . N

Dur1ng the course of the three years, nearly 200 students.
rece1ved training of- th1s type.

.3. Dissemination Sites
In the section thet follows (Dissemination .and Training) extensive
documentdtion of the Project's d1ssem1nat1on/tra1n1ng activities is pro-
vided. This section should be ‘referred to in order to determine the over-.
all impact of Project LINC's tra1n1ng act1v1t1es._

B. Sl1ppages in Attainment

'None.
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VI.. DISSEMINATION AND TRAINING

‘A. Accomplizhments’ . \\\\

1. Dissemination

- The primary function of dissemination activities for Project
LINC has béen the development of awareness among a variety of audiences
about one option in mainstreaming young mild to moderately handicapped
children: the Eliot-Pearson demonstraticn model, A secondary purpose-
has been to encourage the adoption by these audiences of as many elements.
- of the demonstration model as appropriate.

As a result of exposure to the model a number of specific and
significant changes were anticipated., The prcjected changes varied with
the audience., However, in each case, increased general awareness -and .
familiarization with our approach to mainstreaming. young children with
special educational needs were expected. . :

_ Dissemination activities will be described in terms of specific
areas. These areas are {a) observers; (b) demonstration; (c) workshops;
(d) regional and state information“sharing; (a) presentations; (f) print
materials; (9) training manual; and (h) media.

: : (a) Observers: Each-classroom at Eliot-Pearson is equipped. .
“with a two-way vision observation booth. Each booth holds approximately
16-18-people. During the three year demonstration phase Eliot-Pearson
has had approximately 4,500 registered visitors. This- figure includes
Tufts students and non-Tufts observers, '‘Many Tufts students make
multiple observations. Numbers are_nvt.available for that group. In ,
addition, visitors occasionally neglect to register. The combined figure
of non-registrants and multiple visit students would probably inflate the
4,500 figure significantly. : o ' : B _
The range of visitors at Eliot-Pearson includes visitors from
Universities, preschool and, daycare facilities,. hospitals, regional public .
- schools, visitors fromOUt—ﬁf-State.and'foreign-visitors (including -~ -
observers from England, Australia and South America). o :

(b)" Demonstration:- Demonstration activities have been
‘designed to expose audiences to the Eljot-Pearson model, as well as to
provide an opportunity for discussion. Demonstration activities include:
observation in classrooms, viewing-of gne of the three Project slidetapes,
followed by a discussion periodishared with the Project Director, Asso-
ciate-Director or Dissemination Coordinator. This session is designed to
raise issues and to provide information germane to the concerns of the -

R

‘-
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visttors. Specific discussion topics have included: individualizing
curriculum in the integrated classroom, services for parents, modifying
classroom space, classroom management issues, etc. :

) From 1977-1978, demonstrat1on act1v1t1es have been carrxed out
with a number o+ groups that visited Eliot-Pearson including groups from

Head Start, pub11c schools and 1n many instances, visitors from out of
atate . . . .

(¢) Norkshogg: Dissemination Workshops have been designed
to provide specific content information about a particular aspect of the
demonstration model at the Children's School. Topics vary according to
the needs of the audience. Over the three year periodtopics have included
maingtream awareness, informal assessment.in integrated classrooms, early
childhood formal assessment, adapting regular classrocm materials for

children with special needs,.and models for inservice training about
-mainstreaming. Workshop audiences were primarily public school kinder-

garten teachers, but also included private preschoo] grqups and Head
Start :

Project LINC staff have-provided workshops over the last three

years for a var1ety of 1nstate and out’'of state audiences. Some of these
include: : :

1976: 'Eariy Childhood Conference, Portiand, Maine. Children's
School Associate Director, Dorothea B. Marsden presented the mainstreaming
mode] deve10ped at Eliot-Pearson.

1976-78: Boston Assoc1at10n for the Education of Young Children
workshops were conducted by three Children's School Staffs Members: Sarah
«  Fujiwara, Special Needs Resource Teacher; Roberta, Pasternack Special

Needs Resource Teacher; Arthur’ Sii11s, Head Teacher. The- workshops addressed -

mainstream awarenoss issues, materials adaptation and creative movement.
all cases tne Children's -School was cited as a demonstrat1on model.

- March and BQ£1] 1977: Project LINC was a co—sponsor of a major
series of state-wide conferences entitled Educational Options for. Young -
"Children with Special Needs. The conferences were sponsored by’ the
‘Massachusetts Department of Mental Health (89-313 grant) in collaboration-
; with the Eliot-Pearson Children's School. The conference was designed to
. ... assist the-Department of Mental Health ‘in-the transfer-of-the:Community
o C11n1ca1 Nursery’Sch001s to the State Department of Education.

Since 1957 the Department of Mental Hea]th (DMH) sponqored
Community Clinical Nursery Schools for special needs children, ages three
to seyen. More than.five hundred children were served in these schools °
in 1976-77. As of June, 1977 the educational responsibility for these
children was assumed by the local public schools. Educational Options
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for Young Cnildren with speciat liceds afforded an Opportunity for O,
the public schools and others enqgaged inspreschool education ta craming
- the educational requirements of the preschooler and to consider the
- hest ways to serve these children, Representatives of parent groupns, day
care centers, Head Start centers, private nursery schools, and public

schools, jnined experienced public and private school parsonnel and Ot

teachers in discussing these issues and examining the methods and
materials of pilot programs. ;

The conferences were held at four sites throughout the state of
Massachusetts including Tufts University. Meore than five hundred parents,
teachers and other professionals attended the conferences. FEach workshop/
conference day included a keynote address and two presentations of pilot
programs. Dr. Samuel Meisels, LINC Project Director, gave one of these
presentations, His talk focussed on the Children's School and included
a showing of the stide-tape, "Teachers Talk About Mainstreaming." In
the afternoon six two-fiour workshops were presented. Two of the workshops
were given by LINC staff-members.. One was designed to aid administrators,
in public school systems, private preschools, Head Start and daycare :
facilities to provide inservice training for their own staff around issues .
involved in"mainstreaming. A second workshop dealt with the adaptation
of curriculum materials in integrated classrooms. In general, the confer-
ences were very well-received. Evaluation summaries indicated that the
LINC présentatiops were considered among the best in each conference,

; November, 1977: Three workshops were held for New England .
Symposia For Children. They were -conducted by LINC's Dissemination
Coordinator. .The Workshop fo¢i included Consultation Strategies, Inserv-
vige Training in Mainstreaming and Parent Support. The ‘Children's Schootl
demons'tration model and Project LINC dissemination acti vities were dis-
cussed. Two Project slidetapes: "Teachers Talk About Mainstreaming" and.
"Parents Talk’ About Mainstreaming" were included in these workshops. The
audience included administrators and teachers from public schools, Head
Start and daycare centers as well as parents.- Conference evaluations
indicated'the'WoﬁkShops were very well receijved. ' -

S February, 1978: A workshop for teachers in Head Start (Cambridge,
Massachusetts) was conducted by Head Teacher Arthur .Sills.- :The focus.was
Mainstreaming Awareness and the slidetape, "Teachers Talk About Main-
‘streaming" was shown, " D : '

) Februa[y, 1378: Malden Public Schools Title I Projeét Workshop
on Mainstreaming was conducted by Dissemination Assistant Rose' Shapiro,
The workshop was. well received. T

March, 1978: Two workshop pfesenta;ions were made ‘at a Statef
Conference on Early Childhood Special Education in Machias, Maine.
Special ‘Needs Resource Teacher Sarah FuJiwara led a workshop on curriculum

"
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308A0 x\~xﬁﬂ for the Mginciragn Tlannrans atel alug a o worvehol focusing ok
individualized p%‘ﬂn,nv '

March, _1978: N Qasxﬁmanatamn Lonrdinstor coniribuled 10 3
"unference ar sﬁrnﬂa and third year First (hance projects sponsm o by
the iecﬁntrze/'“ tance Develpoment Service {7 THELSY of the Uniwersity of

Horth Caroiina. nﬂ? three day confersnce in Anﬁapuﬁx 3, uar;*znu had &J ER4
focus issues in dissemination for second ang thivd yoar project
contribution focuskd on !ﬁ&ﬂt!f”lﬁﬂ sudiences and developiny
zraanxug. The conferend® was renaeateé in Aoril,) 1978 i £

chigan for the second group of projects. Frofect LIN0 conlrid
thlﬁ conf@rwnce 35 weli ‘

i

w9,
s

March, IQ?Q 4G€C§ai nﬁtﬂ- Resourcs Teacher, Sarab Fujluwara % 4
two workshaps tor Massachusetits Head Start which forused on informal
assessment procedurgs for the mains srpamed classroom,  Participants
included Head Start teachers, Lducational Coordinators, and Handicag
lOO!C’ nét(}l’;._ ‘ : : :

.- %arch 1978:  Project LIKC ﬁzzﬁateri Samugel ”eaa&}ﬁ garrtctnﬁt?ﬁ
in a smaTT“gzoua “consultation meeting held at TADS hnadqusv grs in Chapebe
#it1, Horth Carotina, = The topic was “Program €valuation.” Dr, Meisels:

presented a lecture Langernxng the assessment of individusl child prograss

in demanstrdtion pragrams. The evaluation strategy in use a! thg fﬁza;r&n g
Scnoo] was discussed and analyzed. ‘

v .

5pzi1, 1978: - In a presentation zocusina on Mainstream ,n&\lenaﬁx.
,Owssemxnatlon ssistant Rose K. Shapire worked with members of the Tufts
New England. He al Center Department of {ontinuing Education,

, -
May, 1978° Specia\ Nends Resouree neacher‘ Sarah ?uzawara, Yed
two workshops which focuseq on .informal assessment in mainstream pro~-
grams. The audience was made up ofF teachers, education.coordinators and
. handicap coordinators representing Massachusetts Head Start programs. :
“These workshops represent angther facet of .Project LINC involvament with
Massachusetts Head Start and were orﬁani?ed with” the Mass achuaetus
Reqxonal Access PrOJert “(RAP). T .
1978 LINC Dlssem?natxon Assxs;ant Rose K. Shapxro ccn- :
ducted - a)wor shop for educational and.social servive staffs of o
- Massachusetts As ociated Day Care the- worishop pocuﬁed on Challenqes of
..Ma1nstream1ng

. < 1
i -, -, -

{4) Regional and State Information Shi rigg " From 19?5~19?8 L
" Project LINC has participated inseveral kinds of information’ sh3r1ng
and/or planning with Regional and State agencies’ Yavolved in services for
‘young children wwth special educat1ona1 needs. R

..
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for Lwu year, the Project has been a participating member of the
Advisory Board of the New £ngland,Head Start Regional Access Project (RAP).
Tne BAP acts as an information clearing house for Head Start projects
requesting assistance developipg or refiwing théir mainstreamed programs.
Yhrpughout the second and thivd demonstration years, Project LINC has
conducted a variety of demonstration and long term training activities as
4 result of ‘RAP cellaboration. Erom July 1976-June 1977 Project LINC ’
tonducted Demongtration Activities for six RAP-identified Head Start
centers ie Massachuselis: Arlington, Brockton, Brookline, Hewton,
walertown and Waltham, fa collpboration with the RAP, a five-town Head
Start collaborative {Communities United: Arlington, Brookline, Hewton,
Watertown. Waltham) was identified for Tongterm training and support
during 1976-1977 {sge next section: Dissemination Training). From
september 1977 - Juae 1978 Project LING undertook longterm training and
wuppart with Lynn Head Start, In additida. a variety of workshops (see
Section 3} were conducted for Head Start ;?Eniggs-in conjunction with LINC -
tnvolvemen 3 th the RAP. ' = . '

fn 1975278 LINC has worked closely with ;;;\>hssachusetts Early
Siidhond Project,  The Larly Childhood Project is a joint project of the
assachusetts Department of Education, Division of Special Education and
e Bureau of Education for Handicapped. Directed by Charlene Imhoff,
e Larly Chitdhood Project has spearheaded a number of efforts to provide
wervice educstion for teachers and administrators involved in the educa-
Uion of young handicapped children. Project LINC participated over the
course of 1977 with the Early Childhood Project in planning for longterm
state-wide insurvice training for early childhood personnel involved in
mainstresming, s

e

%
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roject Director, Samuel J. Meisels, developed and conducted
afi ertensive series of nine full-day regional conferences on farly Child-
Jheod Identification and Screening in 1978 that were sponsored by the

biarly Cnildhood Project. The bocklet, A Guide to tarly Childhood Develoy-
mentad Sereening, by Dr. Meisels, was developed as a result of these
conferences 1560 Section 67, . ' '

-

e, Présentations: Project LINC personnel made a mumber of
presentatyuny Lo professionals in the fields of early childhood education
cand special education throughout-the demonstration yedars o

June, 1976: American Association for Mental Deficiency (Chicago,
LiVinois}. " Fresentation in a session entitled, “Integrated School
Envirpnments for Young Handicapped Children: What Are They Like? How
Can We imprave Them?®  LINC Protect Director Samuel J. Meisels discussed
“Lvaluating Children's Progress in Open-Structured, Mainstreamed Pre-
Sthoot Frograms

October, 1976: MNew England Head Start Director's Conference
{Buriingtor, Vermont}. Presentation by Project Director on the LINC

-
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demonstration model with spec1a1,fOCUs on potential applications for Head
Start centers.

December, 1976: Wheelock College (Boston). Project Director

showed slide-tape, Teachers Talk About Ha1nstream1ng, and discussed 1ssues
and 1mp11cat1ong of ma1nstream programs.

January, 1977: Northeast Learning Regional Resource Center Con-
ference (Cambridge). A presentation focusing.on pre- and in-service

training for early childhood personnel was made by: the Project Director
and Dissemination Coordinator.

S Fe8@§§r1, 1977: College of Education, Cleveland State University.
The keynote address for this conference was contributed by LINC Project

"Director. It focused on the .challenges of mainstream1ng with young
children. _ T

March and Apr11 1977: Wassachusetts Department of Mental Health
and iuft—Un1ver>1tyconferences on Educational Options:for Young Children
with Special Needs. LINC personnel collaborated on planning, contributed
two workshops and, in add1t1on, LINC's Project Director addressed each of
the four conferences on the issue of mainstreaming in a pr1vate preschool
with open classrooms. The presentation focused on the demonstration model
developed at the Eliot-Pearson Children's School.

. April,. 1977: Council for Except1ona] Ch1]dren Nationa]icenference
(Atlanta, Georgia). Pr03ect Director was a contributor to a sympos1um on
service and training in early childhaod centers

May, -1977: LINC «Project Director de11vered a presentat1on on the .
£1iot-Pearson demonstration model and showed the Project-developed slide-
tape "Teachers Talk About Mainstreaming" at Crewe and Alsager College,
Alsager, England. The presentation was delivered as part of a Tufts
University site visit.

May and June, 1977: Massachusetts Department of Education Division
of Special Education, Early Childhood Project. Conferences on Early Child-

+.. hood Deve]opmenta] Screening and Identification.. LINC's Project Director

“developed these nine da 1ong conferences which were supported by funds
from BEH {see Section 4

. June, 1977: National Association for Education of Young Children,
Special conference on mainstreaming (Winston-Salem, North Carolina). The
keynote speaker was LINC Project-Director who discussed "First Steps in
Mainstreaming." . The slide-tape "Teachers Talk about Ma1nstream1ng was
shown and the E- p demonstratlon model was discussed extens1ve1y

. June, 1977: TADS" Nat1ona1 Conference for State Directors of Early
Childhood mplementat1on Grants (Mad1son, w1scons1n) A madjor address on

-
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mainstreaming by the Project Director included showing and discussing the
slide-tape "Teachers Talk About Mainstreaming." '

' JuTz, 1977: Presentation was made by LINC Project Director and
Dissemination Coordinator at the National Teachers Corps convention in

“Washington, D.C. The focus of the presentation was_the LINC Demonstra-

tion Model (Eliot-Pearson Children's School) and models for inservice
training developed by LINC as a part of dissemination activities. The

slidetape, "Teachers Talk About Mainstreaming" was used as a part of this

conference presentation.

. (f) Print'Materials:  Print materials include brochures and
pamphlets describing the Project, its:demonstration model and/or its
service capacity, Additional-print materials include papers authored by
the Project Director and his colleagues.

In 1976-78 the Project developed three small brochures/pamphlets.
One pamphlet describes the demonstration model and personnel. A second
pamphlet describes dissemination services. The third pamphlet describes
Parent-Family Participation services of the demonstration model. (See
Appendix 6 for examples of each.) :

A collaborative effort in print material between the Department
of Mental Health, Media Resource Center and Project LINC resulted in
a booklet entitled First Steps in Mainstreaming: some questions and
answers written by the Project.Director. This publication has received
substantial state wide and national distribution. Made available in
March of 1977, more than four thousand copies had been sold or distri-
buted. As part of LINC dissemination services, three hundred-fifty copies
were sent to professionals, organizations ‘and parent groups concerned with

. young children‘with special needs. The text of the booklet was reprinted

in the November, 1977 issue of Young Children. Reprints of-this article-
distributed by National Association for the Education of Young-Children
(NAEYC) between February 1978 and November 1978 include United Cerebral
Palsy of Pennsylvania for distribution.to 600 families and Capilano
College, Vancouver, British Columbia, Canada for student classroom use.

A collaborative effort in ﬁrjnt méteria]s between Project LINC and
the Massachusetts Department of Education, Division of Special Education,

Early Childhood Project has resulted in the first of a series of Early

Childhood Publications under-the direction of Charlene B. Imhoff, Director
of the Early Childhood Project.- Authored by LINC's Project Director, the
field trial edition of A Guide to Early Childhood Developmental Screening
has received a considerable state‘wide attention and use. A revised
edition of this guide by Dr. Meisels will be publishéd in "November 1978

by the National Association for the Education of Young\Chderen (NAEYC).

A-book-edited by LINC-Project Director, Samue1\§, Meisels |

“entitled Special Education and Deveiopment: Perspectives on Young Children

with Special Needs has been accepted for publication by University Park-
Press (Baltimore). The book represents a scholarly effort, to provide

0 : .
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perspecitve to issues related to. the education of young children with
special needs. Chapters .have been contributed by the Project Director,
Dissemination Coordinator, and Evaluation Coordinator. Tufts University -
faculty members contributing include: David Elkind,Chairman, Department
of Child Study and Anita Olds, also of the Department of Child Study.
Other chapters will be authored by Lillian Weber, George Hein, Murray
Levine, Bernard Banet, Rebecca Crowin, Anthony Bryk, Peter Knobloch and
Ellen "arnes. It will be published in May, 1979.

Other. print materials include.papers authored by the Project

- Director and his colleagues. Examples include "Open education and the
integration of young children with special needs" (in Early Intervention
and the Integration of Handicapped and Non-handjicapped Children, edited
by M. J. Guralnick, pubTished hy University Park Press); Piagetian impli-
cations of integrating the normal and handicapped preschool child"
(Proceedings of the Sixth Interdisciplinary Conference on Piagetian Theory
and the Helping Professions, University of Southern California, 1977);
and with S. J. Friedland, "Mainstreaming the young emotionally disturbed
child: rationale and restraints" (Behavior Disorders, May, 1978). '

(g) " Training Manual: A 400-page trajning manual, entitled
Mainstream Challenges, reflects model components developed in the demon-

" stration program at the Eliot-Pearson Children's School, Tufts University.
Modifications and refinements were made during field testining in dissemina-
tion sites during the years 1976-1978.

i The manual underwent extensive revision during the developmental
- phase described/above. It has.been reviewed in depth by many teachers
and other early childhood professionals. The current field trial edition
of the manual #ill be revised again based on outreach training activities
(funded by Byfeau of Education for the Handtcapped) in the years 1978-1981,

Mainstream Challenges is designed to be ysed either by teachers -
working alone or by teachers working in conjunction with the Project. The
manual is designed for teachers in regular pre-school and kindergarten
classrooms working with children from three to six years of age and for
trainers of these teachers. : C . '

The manual corsists of six content areas of information .that are
inter-related and provide knowledge essential to classroom teachers
engaged in_implementing an integrated, developmentally-oriented classroom
program. The six content areas include: . . :

ke

2

Mainstream challenges o
Organizing space and groupings in the mainstream classroom
Adapting curriculumin the mainstream classroom

Informal assessment and record keeping

. Behavior management : ‘ v

. 'Parent participation and parent support

L]
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Each of the six content areas is a self-contained unit lasting
approximately six weeks. Each contains:

1. “Written reading material related to the specific content
area. _

2. In-class consultation materials and activities for regular
(4) meetings between paired teachers or trainer and teacher.

3. Morkshop materials and activities appropriate to the content -
area, 'Workshops conclude the six week content area (Topic
Area) and provide the opportunity for expanding content
information as well as sharing of challenge and ideas.

of ) . 4
A copy of the field trial edition of the manual accompanies this
report, or may be obtained from the Project.’ -

(h) Media: Media included the use of slide-tapes, public
television, newspapers, and newsletters of professional organizations,
First Chance Projectsy etc. ' g

_ Media were utilized throughout the last three years.for the pur-
pose of awareness/orientation and also for training. ‘ ;

Three slide-tapes have been produced. The first slide-tape
"Teachers Talk about Mainstreaming," has been used extensively in 1976-78.
“In addition to being a part of orientation yisits and training strategies,
~the slide-tape was requested for use in both national and regional profes-
sional conference presentations made by the Project Director. Three copies
of the slide-tape were purchased and more than twenty groups and individ-
uals rented it for showing to large audiences. '

The second slidetape "Parents Talk about Mai-.  .ming" was pro-
duced under subcontract with the Commonwealth Mental kcalth Foundation
utilizing personnel from the Massachusetts Department of Mental Health,
Media Resource Center. This slide-tape includes. discussions of main-
streaming by parents of handicapped and non-handicapped children,

Slide-tape three. '"Where Differerices are Respected," was completed
in 1978, The slide-tape focuses on the relationship between a developmental
view of young children and mainstream programming. Appropriate audiences,
for this slide-tape, include parents, teachers and administrators.,

ProjectALINC énd the Eliot-Pearson Demonstration Model were men-

tioned in a number of professional newsletters in 1977-78, including the
newsletter of Project Main Stream and of the Early Childhood Project of
the Education Commission of the States. Attention was also focused upon

the Project Director's booklet First Steps in Mainstreaming and the

2gg
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slide-tapg "Teachers Talk aboutnMainstreaming."

Two Boston-area television appearances by Project LINC Director
were made in the years 1975-1977. In each case the presentation focus
was the Children's School as a demonstration model for mainstreaming
young handicapped children. In January, 1978 the Project Director and
Dissemination Coordinator discussed the demonstration project and
strategies for_inservice training on a local Boston television talk show.

2. Tra1n1ng

Demonstrat1on tra1n1ng act1v1t1es developed by PrOJect LINC for
long term training had three objectives:

(1) Prov1d1ng new know]edge for trainees in selected topic
areas related to mainstreaming (e. Individualization, space utiliza-
tion, 1nforma1 assessment, parent support etc.).

: (2) Deve]op1ng,new skills_in: tra1nees related to each topic
area (e. g. how to individualize currTcu1um when to evaluate progress in
a child, how to hand]e a d}ff1cu1t parent conference etc ).

(3) Creat1ng 1ast1ng,change in ‘trainee classrooms through
1ongterm systematic trarn1ng and support strategies.

: Training was preceded by an initial needs assessment ref]ect1ng
both the training goals of. the Project (LINC). and the particular needs
of the target site. The needs assessment procedures included:

z

a) Site Administrator assessment of strengths and weaknesses
in teacher-trainees and their classrooms;

k) Site Specialist assessment of the same areas;
c) Teacher-trainee seft—report of the same areas;

d) LINC observation of c]assrooms and 1nforma1 classroom
evaluation.-

LINC's longterm tra1n1ng and support services intluded training and °
support services to each site. 9 tex personne] who were involved included
c]assroom teaching staff, spec1a11sts and, in some cases, administrators.

A _ The project de11berate1y chose to make Tongterm comprehensive
training and support commitments to a few sites rather than engage in
short term involvement with many sites.. This strategy was selected to
ensure the development of more mainstreamed classrooms capable of effect1ve1y

delivering systemat1c educational services to young ch11dren with special
needs.
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Two Tongterm training and support populations were sérviced by the
Project from January-dJune, 1977, (sites I and II) and two sites were
serviced September-1977-June 1978 (sites III and -IV).

Site I: Four kindergarten teachers in three elementary schools
/within a Targe urban public school system (Somerville, Massachusetts)_were

trained, The four targeted teachers in Site I were selected by their
individual building principals and by the school system based screening
project representative responsible for in-service workshops. - Identifica-
tion of trainees was made prior to involvement by LINC training staff.
Site I represents the only training audience for whom no pretraining
screening of .potential participants was made.

The Site I teachers ranged in experience from over twenty -years
to only three or four years of teaching. Each teacher described herself
in a pretraining questionnaire as feeling comfortable with her teaching
methods (for example: curriculum breadth, space organization, individual-
ization and informal assessment techniques). ' '

Site Il: Trainees were three teachers ‘in a five-town Head Start
collaborative (Communities United). Each teacher headed the program in -

the identified center and taught a single class of approximately twenty
children. _ ' ‘ ’

~The three targeted teachers were selected for longterm training
jointly by the Administrative Director of the collaborative, the collabora-
tive's Educational Coordinator and Project LINC's Dissemination Coordinator.
Criteria for .selection included: general breadth of classroom curriculum,
space organization observed degree of individualized programming and
stated desire to participate in training.

AT] Site II teachers had been head teachers with therprogram for
several years. Their backgrounds in early education varied. However, in
pretraining interviews none of the teachers stated that she felt presently

“comfortable" with her classroom (curriculum breadth, space organization,
etc.). ' ‘

Pretraining information from Site II's Director as well as class- o
room observation by Project staff yielded the following observations:.___~ = -~
curriculum fell into the arts and crdft area for the inost part, rationale
for activities was generally lacking; informal assessment and individual-
ization of programming was absent. In addition, all three teachers felt
that mainstreaming was "a good idea" but would require much more ¢lassroom
assistance and specialist support than currently available te them.

urban pubTic school system (Malden, Massachusetts), Pre-training needs
assessment indicated.interest in training. Very little individualization
and few curriculum adaptations for integrated teaching were observed. Prior
-to training these teachers indicated a general awareness of what mainstream-
ing refers to and a desire to improve services to children. The teachers'

Site III: Trainees were eleven kindérgarten teachers from a Targe

- N
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experience ranged from more than twenty years to a first year teacher.

- In Site III building principals whose kindergarten teachers were

" participating in training with Project LINC were included in two kinds

of training procedures. (described below). -In general the administrators
were proud of their kindergarten teachers and their abilities. They under-
stood what mainstreaming is about and welcomed the additional teacher
training. In all cases administrators were willing to participate in
training for themselves ac< well.

Site IV: Trainees were the Head Teachers from six classrooms in.
an urban Head Start Center, (Lynn, Massachusetts). The teachers were a
cohesive team who had worked together for a. number of years. Their aware-
ness. of mainstreaming issues was good and ithey were eager for training.
Curriculum in the classroom generally lacked multiple instructional

objectives and the teachers indicated a desire to develop these specific
skills. . C ' ‘

In training sites I-IV Project LINC had two typeé of objectives:
The first focused on Skill Training. The content areas inciuded the '
fb]10wing:” _ . o

a) Mainstream Challenges: What are they?
"Who canm be mainstreamed?

b) Individualizing Curriculum: What does it mean? M
How is it done?

¢) Informal Assessment: Program planning and evaluation;
how to use assessment information in everyday curricu-
lum; record keeping procedures. .

d) Suppbrting and:CO1Tabofat1ng with parents: Why do it?
How to do it.

Each content was addressed through three kinds of training experi-
ences (see Training Procedures below). . S

The second goal identified for training concerned- issues of social
. policy. The Project assumed that successful skill-training presupposed

that the trainee's attitudes would be consistent with the philosophical
underpinnings of mainstreaming. For example, trainees should optimally
agree that it is indeed possible and also appropriate’ that young children
with special educational needs be mainstreamed into regular classrooms.
Potential trainees should also agree that handicapped youngsters (as is
the case with non-handicapped peers) -are composites of strengths as well
‘as weaknesses. An additional attitudinal issue concerned the role of

parents in the educational process.
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Throughout training, LINC focused on providing a forum for examining
attitudes and creating opportunities ‘for positive. experiences that would :
assist in modifying pretraining attitudes in these areas. It was hypo-
thesized that modifications in attitude would permit skill-acquisition to

- take place. As a.result, the teacher should feel and perform more compe-

tently in her classroom,

Three training procedures were utilized with all four sites. The
first constituted written materials that posed questions and provided
orienting information for a content area (e.q.: Individualization). The
written materials were then discussed-during each trainee's weekly one hour
consultation meeting with LINC staff personnel. Amplification of the
topic area was provided at monthly half-day Workshops. During the workshop,
trainees.discussed the content area.more thoroughly and shared challenges -
they were meeting in their own classrooms, The Project utilized case

. histories in each workshop which demonstrated alternative strategies for
dealing with classroom issues and provided participating teachers with
opportunities - to share problem solving strategies. At the_end of each

workshop teachers were given an individual support activity related to
the workshop topic area. The activity was designed to be carried out in

- the teacher's classroom. These activities were later discussed ‘with

Project personnel in individual consultations. When' the next content area

_paper was receivea by the teachers, the training cycle began again.

In training site III two additional ‘training strategies were em- -
ployed. The first, Administrator Seminars, was meetings with all eleven :
elementary building principals, and the school system Assistant Superin-
tendent for Elementary Education. = The focus of these meetings was issues
in mainstreaming of particular relevance to administrators.. Topics
included: providing additional classroom assistance; developing inter-
agency cooperation; support systems for parents. The seminars served to "
raise issues and provide a forum for discussion. '

A second training strategy unique to Site III was local school

| meetings. Occurring regularly during the training and support periods,

these meetings were attended by the building principal, participating -
classroom teacher, involved specialists-and a LINC staff member. The -
focus of the meetings differed with each building. The purpose of these
meetings was to identify and pursue issues of concern or importance to
individual schools. Topics reflected family populations being serviced,

staffing patterns within the school, etc.

Evaluations of the Project's training efforts with demoﬁstration

training sites I and II had three foci:

-a) Participatihg teacher evaluation of Project LINC
- training strategies and content;

b) Change over time in participating teacher ability
to use skills acquired from training; o

>
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_areas important. They indicated that sufficient information was provided

of the system they were in."

212.

c¢) Project LINC evaluation of training.

Evaluation: -Sites I and'II

, The original 1976-77 training group size was small (seven) int
these sites. In addition only 70% of the participants returned post-

“training evaluation materials. For these reasons only informal observa-

tions can be reported about trainee reaction to the LINC program ("a"
below) and the increased ability over time of teachers to use training
acquired skills ("b" below). ' :

: (a) Participating Teacher Evaluation of Training. Through-
out the program trainees were asked to complete short evaluation forms
after each in-class consultation and following each workshop, (see
Appendix-6). Taken together, responses conterning consultation over the .
training.period indicated this strategy was both useful and important to
the trainees:. Evaluation of consultation from post-training question-
naires also indicated this strategy was successful.

.Particﬁpatin;'teachers_rated as "helpful" the following training
elements: on-going post-workshop evaluations; papers presented prior to
workshops; inclusion of both demonstration and practice in the workshops;
workshop assignment.carried out in classroom and discussed with consultant:
The only consistent negative response received from post-workshop ques-
tionnaires focused on the length of time allotted for workshops. Partici-

~ pating teachers found 2-1/2-3 hours not sufficient..

‘ Post-training questions focusing on training strategies yielded
similar results: participating teachers found written materials,-con-
sultation workshops,. case histories and follow-up activities to be both
effective and important training strategies.

: Participating teacher evaluation of program content through the
post-training questionnaire indicated that teachers felt all content.

in all areas except-space evaluation.

(b) Change Over Time in Participating Teachers. Actual

_changes in teacher behaviors as a result of training indicated that all
" responding teachers would be individualizing curriculumin their-class-

room more the next year. A majority of teachers indicated that they

~ planned to broaden their curriculum and.to encourage more parent involve-

ment, Space r organization and use of informal assessment technigues
were seen by/ﬁgéchers as two areas that were not affected by LINC training.

The teachers~generally-indicated their pre-training:skills in these areas

were more adequate, would not change and further, "coy]d not change because

| Y
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(c) Project LINC Evaluation of Training. Based-on

observation by LINC staff and self-report from participating teachers,-

it appeared that the use of three training delivery strategies (written,
consultation, and workshop) was successful. Each strategy for training
complemented the others. The coordination of these strategies provided

a strong avenue for skill acquisition. . :

(.- 4

For example, one Site I teacher initially spoke consistently of

~ identified children's "problems" or "handicaps." She did not spontan-
- eously address herself to strengths. After reading the content area writ- -

ten material related to the dangers of a deficit orientation, this teacher
showed a strong positive response to the task of identifying the strengths
of children in her class. After several weeks of support| for and practice
in the use of strengths in the service of weaknesses thisiteacher began to

use this approach in her classroom planning. : !

Evaluation of training content (based on post-training evaluation)
indicated that topics such as mainstreaming, individualization skills. and
developing a broad-based curriculum were well received by teachers. ‘
Teachers acquired in these areas demonstrable skills which should remain
over time. On the other hand the areas of parent involvement and informal
assessment were seen by the teachers as not falling within the jurisdic~

- tion of their classroom.. In both sites, system-wide policy about parent

involvement existed. In addition, decisions about assessment were made
at the administrative level. Participating teachers clearly indicated
they felt bound by system policy decisions in these two aréas.

On balance, LINC's longterm training of teachers in Sites I and II
was successful; teachers who began by lining kindergarten desks in rows
generally ended training with tables grouped by interest area. One =
teacher planned to develop home remediation activity suggestions to help
strengthen her bond with parents. ' - . .

Evaluation: Sites III and IV

Training in sites III and IV was -the same as in sites I and II but
incTuded the administrator seminars discussed earlier. The four evalua-
tion foci utilized wi&b sites I and II were repeated in 1977-78 training

(sites II1 & IV). -

(a) Panticipating Teacher Evaluation of Training:
Teachers in sites III and 1Y found the use of written materials, consulta-
tions and workshops to be effective strategies. .Trainer response to
selected content areas was positive. Site III teachers requested. additional
workshop time and more materials related to the parent support topic area.
The aspect these teachers focused on was assisting single parent families..
Site IV teachers also requested additional information about parent support.
However, these teachers faced difficulties in_encouraging parent utilization
of community supports (well baby clinics, community mental health clinic,

etc.) and requested mechanical help from LINC in this effort.

2o e -
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As a result of site III and IV requests the field trial edition of
the project training manual reflects a more comprehensive focus on
parent issues and provides specific techniques not included preyious]y.

(b) Change Over Time in Participating Teachers. Actuai
changes in teacher behavior over the training and support periods were

" encouraging. Most teachers in site III were individualizing more at the

close of training and were utilizing small groupings-as a part of their
teaching strategies. Space reorgan1zat1on and the broadening of curricuium”
occurred to varying degrees in most site II classrooms. In several

. instances Site II! teachers began to involve other teachers in their:

building in discussion of planning for individual children.

S1te IV teachero all showed increases in the1r ability to individ-
ualize curriculum. The observation skills ofsit: IV teachers showed

- marked improvement by the end.of training as did teacher ability to utilize

observations to help clarify program goals for individual children. In

. several cases site*IV teachers were especially creative at developing

informal assessment and record keeping procedures to improve their
planning for children with special needs. Space reorganization and

increased curriculum f]ex1b111ty were visible in differing degrees in par—
t1c1pat1ng teacher c1assrooms

(c) Project LINC Evaluation of-Training. A number of
gains can'be sited for site IIl kindergarten teachers. By and large the
teachers identify special needs children Tess frequently as prob]ems
and are more apt.to spontaneous]y look for individual strengths.. Most
site III teachers made "gains in specific content areas included in train-
ing.. In all cases site III teachers demonstrated an-increase-in self-
esteem and sense of themselves as legitimate professionals within their
public 'school system. A result of this attitude shift in teachers
was their request to be more actively involved in system inservice training
plans and to have k1ndergarten teacher concerns ref]ected in those inserv--

ice top1cs

Site 111 adm1n1strators were also involved in LINC training
through administrator seminars and regularly scheduled building meetings.
Administrators play a prominent role in formal and informal support for
changes in teacher's classrooms. The project administrator training
component in site IIIl attempted to increase awareness of issue in main-
streaming (through administrator seminars) and to increase participation

in challenges teachers face when beginning to teach a mainstream classroom

(bu11d1nglneet1ngs attempted torneet this objective).

Based on post-seminar written evaluations and informal assessment
of building meetings it was the judgement of the Project that the admini-
strator component of training was. not nearly so successful as the teacher .

“cComponent. Several mitigating factors appear to have influenced this

result.
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1. Principals attendirg administrator seminars appeared to have
difficulty focusing.on the LINC presentation. They view the sessions as
an opportunity to air issues and grievances with the system's superin-
tendent for elementary education who was present for each session.

2. The planned focus of LINC training efforts with administrators
was informational. Our strategy was to clarify issues in mainstream
programming and to identify participating teacher's concerns in each
building. Active participation by principals in solving problems and
assisting in program change was not ‘an expectation specified by LINC
prior to training. This contributed to the principals' apparent view
of themselves as participant observers in a training project that really
involved their teachers and LINC. The Project assumed that concerns high-
Tighted by teachers in building meetings would encourage administrator
participation in seeking solutions to those concerns. However, groundwork
for this administrative role was not clearly laid. '

3. In addition to not specifying an active commitment to change
on the part.of principals, the Project also neglected to show how change
on their part could be beneficial to the administrators. The innovation
(mainstreaming) was related to the classroom and the teacher. The rela-
tionship between .classroom function and building administrator policy-
making was not clearly enough detailed. In other words, the principals’
were not .oriented to consider mainstream innovations’ in terms of their’
own needs. Each of these variables has been considered in planning for
following services to be delivered to this population.

Site IV teachers increased skills in a number of specified areas.

’Ffrst,‘they demonstrated improved ability to define short and Tongterm
-~ goals for special needs children and to look for child strengths more spon-
- taneously. Second, teachers integrated training content related to space

organization, behavior management, and informal assessment into their
existing programs. Third, teachers concentrated heavily on working closely
with parents and developed their skills in the area of parent support and
parent participation. : o

_ On balance the ]976%7é demonstration training efforts of'Project
LINC have.been successful. A1l but one site (Site I) have received consid-

erable followup contact with the Project and sites II and 111 have extended

the origi?al training focus to include parents’(site I1I) and administrators
(site III). . : '

B. Siippage in Attainment
None.
C. Spinoff Developments

Aithough numerous. spinoffs occurred in Training Sites, as detailed
above, we wish to note one' spinoff of considerable significance to Project

251
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LINC. In May, 1978 we were notified that the Project woui
from BEH for three years of outreach activities. The abstra:
Outreach is included in Appendix 7. ’

r.ih

214,



217.

VIE. COORDINATION WITH OTHER AGENCIES ' :

A. Accgmplishments B . . '

1. Local public schools.

The School maintains active and productive links with
several LEA's, Children from eight different cities have been referred
to Elfot-Pearson for a mainstreamed experience, . Staff from the School
are avaflable to work with local personnel and one or two School staff

members attend the Core Evaluation of every Eliot-Pearson child.

2. .Clinics and mental health agencies.

) _ Many of the School's referrals come directly from clinics

" 'such as Tufts-New England Medical Center Department of Pediatrics: and
Oepartment .of- Child Psychiatry, the Developmental Evaluation Clinic at

-Children's Hospital, the Cambridge-Somerville Mental Health and Retarda-
tion Center and. the Cambridge Developmental Clinic. Relationships with
these organizations are excellent. The Clinical Director of the Cambridge-

.Somerville Pre-School Unit {s the consulting psychiatrist to the school.

" 3. State Educational Agencles.-

: . As documented in Section YI, the Project had extensive con- '
. tacts with the State Department of Education; Division of Special Education,
and -the State Department of Mental Health. ~
B.. Siippages in Attainment

None
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CVIII.  CONTINUATION
’A. Accomplishments

1. Staffino and Funding

The model dennnstrat1on program at Eljot-Pearson has received
a conmitnent of permanent continuation from Tufts Unfversity. A letter
from the Dean of the Faculty of Arts and Sciences is attached. 1In this
Tetter Dean Hariestcn indicates that he is prepared to commit the University
to funding two new positions: a Special Needs Resource Teacher and an
Assistant Teacher. This represents a financial commitment of approximately
-$18.000 plus corro]aries (16.5%) annually.

Currently, the school {is staffed by personne] who fi11 the

following positions:
Director S

Associate Director _ '
Special Needs Resource Teachers - 2 (BEY funded)
Psychiatric Consultant (part-time) :
Head Teachers - 2
Assistant Teachers - (one BEH-funded)
Graduate Assistants --3 ‘
Secretaries - 2 (one BEH-funded) /
In addition. the Project is served by a full-time Dissem1nat10n Coordinator

and a full-time Evaluation Coordinator Both of these positions are com-
/

pletely funded by BEH. /

AN po)1t10ns funded directly by Tufts are permanent (non-tenurej -
pos1t1ons and will be continued. HWith the, addition of a special needs re-
source teacher and another assistant teacher to the permanent staff, the
school is now assured of being able to continue 1ts mainstreamina program
indefinite]y : . {

i

2. Number of Children To Be Served !

The Ch1]dren s School-is currently serving eignteen children
with special needs. Next ye¢ar the school will also enro]] eiohteen special
needs children. There will be .no change in age (approximately two-and-a-
half to six). handicapping conditions (mixed) or severity. (mild and moderate).

3. Location of Servfces

The matnstreamed prooram will continue as a reyuiar part of
the Eliot-Pearson Children's School. No changes in.the program whatso-
ever are contemplated.

e
. r’,
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OFFICE OF THE DEAN TUFTS UNIVERSITY MEDFORD. MASSACHUSETTS 02155

FACULTY O»F ARTS AND SCIENCES

November 15, 1977

Asst. Prof. Samuel Meisels . ; : o
Department of Child Study -
Eliot Pearson

Dear Sam:

“Thank: you for your letter of Novermber lst , which I have reviewed
with Professor Piltcher. I am pleased to advise you the the University
is prepared to commit funds for the two positions you described; namely,
“a Special Needs Resource Teacher and one Assistant Teacher.

It should be understood that this commitment is not tied to any .
specific person or persons and should not be so construed. Rather, we

would expect open recruiting for the positions from among appropriately
quallfied professionals. :

Good luck with the grant proposal.

Sincerely,
) ' -,{,:,\/\_-\-..' )
- -Bernard W. Harleston -
Y Dean, Faculty of Arts and Sciences
‘BWH:dc . :
¢: Professor Evelyn Pitcher
13.
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B. Slippagés in Attainment
None
— N
e —
/ \
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: ASPENDIX 1. OBSERVER'S REPORT

MARTHA

A notice 1n the obsérvation booth at-the Tab. ‘school requests
NO TALKING., Aside from the fact that visitor conversation might
disturb the children. the sllence rule seems a good‘idea.
T don't think I will want to be distracted oy whispered asides
" as wa watch and listen to these 3- year—olds. we re in a dark
- area benind two'layers of fine netting through which we can’
easily hear,the children without oei.g seen. éainstreaming,
we were told in the orientation, is a current emphasis in the
program. and each class has several handicapped children in it.
Already I've spotted Any, a ohild with Down 8 Syndrome. Who else?
S wonder. But suddenly it doesn t matter who else' i* doesn t
A seem important. There s magic in the air, ‘and I need to find out why;
| My eyes travel over the physical environment.' The large
room has an elevated platform at one end reached by a ladder like
.stairway, and a smaller platform at the other end. ‘In between
’fare a large carpeted area. a goodnsized house area. plus areas
.for water, sand, clay, -and paint -- all the trappings nt the
well-provisioned pre-school. In the carpeted area an expensive~
looking giant tinker. toy is in the process of becoming somelsort
of giant construction. I can’t give it a name, but I bet the
children could. They've been there, intent ang purposeful.
'.»for a good while, and I get a feeling if I askep then what it

wAa3g they were making. I:d get one of those marwellous. long.

. %”unbelieving looks that kids give you when you a%k a sil]y question.
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1 notice the young man working with those children. I notice'
3 he' s encouraging them to do their thing, not suggesting ways
to.do_his.. That's why they're sticking, I think -- the "gyant®
is theirs. | o | |
Amy is in the playhouse. but'house play doesn t seem to be
5f~ strictly territorial in this classroom, for I notice Joanne
o and Jennifer high in the loft enqaging in house play of a-
o different kind. Joanne, head tossinz. blond curls dancing,
: -an I've-got~ the—world—by-the tail look in her eyes, descends
the ladder. B R ' . ~f
- | ‘ "We need. the shoes " she announces, and followed by Jennifer.
Fw‘.marches pur;osefully to the house. corner.' There they find
Just what they need two pairs of bright, Shan, gold, Cinderella
slippers, with high: high heels, and at least six silzes. too big
for"them.‘ They srab them, no word to Amy, and make off,
'and this is: when I rirst notice Martha, because Martha sees this, -
senses Amy's distress and moves in, Martha is the teacher in |
charge, our notes-tell us. Amy, in distress. has . crawled into
Ca tiny private space in the playhouse. | , .
| ‘"I don t think Amy liked what you did." says Martha firmly
" to'Joanne and Jennifer.' “You should ask if you need somethinm
from the house." Joanne and Jennifer, their spoils clutched
tightlv in their hands, look across silently. '"You must go
:'Aand talk to Any, you've made her very unhappy.V- No move, Just
i} a shoe-clutching silence. Martha s arm 1s now firmly around
;: Joanne 8 shouiders. and it propels her back to. the house area

and to Amy. Martha continues %o reflect Amy sfunhappiness back

P ﬂHi}"” T Co _— ;.
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to Joanne, Jocanne resists physlcally. but Martha -1:sists.,

Jennlfer. half playfully. ‘half serlously. is trylng to oull

‘Joanne away from Martha's arm. "I see you want to rescue
jJJoanne, says Martha. "You'd both like.to be rescued, but

Amy's unhappy and we have to do;something about 1t.. When we

___want somethlng another child'has; we should gsk for lt,

Any's all teary ‘because you didn*t ask, you Just took: 1t‘"

Joanne is st111 now, unreslstlnq but sllent. ‘Martha contlnues

“to put her thoughts 1nto words that both Amy and Joanne can

understand She seéms' to know that both Amy -and Joanne\are

: _1istﬂn‘n@ I don' t hear her press for an expressed apology, -

. even Af she 1s hoplng for it._ Perhaps she s prepared to settle

for a sharpened aWareness instead., I think_oﬂ the many times
adults demand of a chlld often angrlly ."Say you're sorryl"

What does "I m sorry\\mean to a child under th0se clrcumstanoes?

Martha‘'s way makes so much more sense.- Soon Amy emerges,
C_better now. I°m sure Martha s words provided the comfoxt she -
_needed.' And Joanne and Jennlfer? No=resentment there.v

. Somewhat chastened perhaps. Certainly more aware of Amy s feellngs.

The lncldent makes me more consclous of Vartha. She - talks
a. 1ot frequently descrlblng and reflectlng back to the chlldren_

her Observatlons. She'sg really good with words and ocoaslonally

tos s A Juicv morsel. upwards to the booth inyltlng us to

‘q o :
enjoy the chlldren ‘a8 she does. There's no condescension in.

fher words.‘ Her 3~ year-olds are engaging 1n serlous buslness,

Iir

‘.and her words slgnal to them that she knows thas "The cup xs

h o : . l
1 N !
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; -the pard line that adults tend to draw between

%f-that problem squared awayl

she is of their emerglng fantasles as they movl

3 t.ake over and direct. I have a feeling that t}

,'3'value to them of ‘her 1nterest.

'Outslde I gsee the challenging ‘physical envlronn

S
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empty and the bottle 1s full," she is saying to two laughing

faces at the water table. "Now the cup is fuLl and: the bottle

is-half empty.” “Now you're rilling the bottle rrom the cup.

Now the bottle 13 full again." So'their 1nveStigat1ons gain

1mportance from her 1nterest ~and obséévations.

and her words

help them to develOp concepts of full and empty. I thlnk of

the endless arguments about the place of play in. school . and

work hnd play.

-I glante agaln at the two laughlng fmces play-worklng with

water, and I have a feeling tha* Nartha and her children{have

In. another ‘part of the room I notice several children at

a table.‘ A young woman (a student. I think) 15 with them'as

“'they work with clay, beating, pounding, rollin;. squeezing,

= moldlng - with more vigor than: artlstry. I:nptlce how aware

from olay to

"écooklng," to "cookies, to "partles," to "dre;s up," and on

and on.. Her words and actions validate the children s fantasles.

enrlching both their lanquage and their play.

the importance of her 1nput.' In no way does s!

¥

pf ' It's near to recess time on this bright,‘gunny Maroh aay.

how the mornlng WilL end. I find myself thtnking of a-kaleidoscope'

I reflect on
e attempt to

ne chlldren know

- this and welcome her into their prlvate play.'tenslng the

:ent.' I wonder

: H . \ '
lntOJendlessly-
B K ol

i
-
l



different arrangements.

"to the mornlng S- actlvltles, a flow of people

formlng and reformlng. spontaneous interactions thet

“and authentlc.
’playhouse.

in particularp

anyone want to g0 outslde for a while?"

immedlately.
is on the sllde,'
vou'd Just like to smell

over to dress.v

Martha now is over by the wind
"It's such a lovely day," she rema

“I can gee the grass as well as

There has been a kale

1228.

1dosco§1e quallty

l
and events. groups

’seem fresh

ow,

l
rks. tﬂ no one

slttlng in the
|

Does

A few

Others are too engrossed to heaﬂ.

Lhat good alr." A fe

the srjow,
'Ohlldrpn reqpond

'"No# Mark

she says, "he s having such fun. Pe*haps

y more drlit

|

!

A couple of chlldren are still engrossed pltn the water

3 play, and there's Jennifer and Joanne agaln.

house area where Martha 1is slttlng.

'them.

i on hls way outslde he stops by the playhouse.

’startllng in its frank slmpllcityx

because lt's so hardl"

but her WO

They* re too busy cooklng with the clay

:any help?" I ‘hear him S8Y. Jennlfer 5 responsl

'We have t

He nods under tandingl

#hey re ln the
%ds do not persuade

Suddonly I am

aware of the young teacher who had been worklng with the builders.

.

P "Do you need
1s 1mbed1ate,
b do 1tiourselVesa~-

and moves on.

, 7-"We have to do it ourselves -~ because 1t S so{hard, " T thlnk.

"It 8 a lovely day and I'm over here talking up a storm,".

..says. Martha to one of her colleagues.

1

{ t&‘kins I mean,
ﬁ;t-lnslde‘“‘ 80 be 1tt
I

!

breaklngxa rule,

"You know,

But 1t

says Martha.t

There 1s_a place for clax an

?tops there, wlth

Joanne and Jennifer have lmpottant thinqs to do

L |
them,."today“we re

1t°n'hqt in the
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house, but today you are uslng it in the house. but'justvtoday.

Sometlmes we can break rules, I suppose " No reply..but_agaln' .

my feellng that they; have: heard that they know_it i1s a speclai
day, that Martha has/let them break a rule.J’Earlier in the day
a confrontatlon -- now,a special prlvilege..‘Colncldenoe? I wonder.,
i ‘Joanne hasg to be one of theJmost take-oharge 34year-olds‘ -
I've ever. observed * She's organlzing this great bake.' Pjegs, h v
rcakes, cookles - all get slammed Ainto the/stove. " "Let's gst
"“bables. says Jennlfer.‘ They go over ang/seleot two dolis
~-whlch they immediately undress, Jennlzﬁr finds aiplastic

,face ‘mask whlch she struggles-to fit ofer her floll's face.
/

’ ‘"That's for hospltal guys." says Joanne flrmiy. Jennlfer
1gnores her and contlnues to struggle. ?we.re rn‘home."'says
Joanne.
SI'moa nursev"'sa&sqgennlfer. ' .
"Okay," says Joanne. cleverly swinging wlth it. "Let's.
play.hospltals. The hospital s over here." She pulls Jennlfer
out of the house ‘and into an ad jacent area. "This can be the :
hhospital. That®s the. house." They put ‘both dolls on the bvench.
‘"Let s X-ray them, but you ‘have to hold them down'still.“
‘She pulls two large. arch-shaped blocks from a|{box and plnions J
her doll firmly to the bench. . Jennifer follows sult. "if you
haue an operatlon. says Joanne, "they hold you down like this,"
k "I know." says Jennlfer.
She won't forget, even if she didn 't know} I think.
‘Suddenly Joanne snatches up her doll and $ound1y‘spanks it

10ng and hard ‘on 1ts bottomx then slnklng_to,the floor she cuddles
| ] \(‘3.-' . . .

I\

- 0

!
t
. ]
€ oy '
g 1 L

'




1t close, rocklng slowly as she does. eyes closed; Ho words

to explaln that sudden hurting or that soulful loving,

Anotheyr gem for us to store away!

In comes J#En from Rlaying outside\

She bhunces over to f
e, !

lgoln them. ,
“Get out, this 1s a hospltall Get out, qet out!

Ralsed volces attract Martha's attentlon. "Pernaos you

|
.need;a nurse in ybur hogpital,"” she says. .

' _
’"We re the nurses," Joanne replies, 1ndipnant .
. .// N /4
"”ell how about a goclal worke’ - whatever'she
v :

I
‘ ~
]

would 6o --
t

' or 8 doctor?" ' B T

i
A Y
iR

“Okay. she can be the docto;. . IR

:].!';

Martha goes off to return eeconds lateq wlth a rfaliqttc

stethoscope whlch she drops onto Jean's lap. Jean 'S 1Lrn“*1on,

.to her new vocation rs absolute. She 1istena 1ong and nﬁrd

to each doll's belly.rolling her eyes and breathins deuolv.

The arrlval of Joanne S mother brings to an end tc*r

e~y

i twenty

-minutesg of pure Joy for those of us behind tneéscreen.

" "Got - ‘your coughdrops, Joanne?" : é»

L"I ‘ve - eaten them all.” i}A

' *You have?" ! % """"

*"Yes. and I don't have & cough any. more." ;
Tt seems to ‘me there ara many unplea:ant thingé ag, wcll s
coughs that children can iose in this roorm --15n1 many gool things

they can gzatn.




231.

Cbserving Martha's clagsroon 1 Decome aware again of

vital balance bhetween freedor and constraint that the s¥1l1lful

teacher malntainsr a structure within which chlildren feel se

enougn to reach ogut, to accept challenges, to take risks,

to investigater to try things out, and in the “rocess to cross

new frontiers of learning, knowing that outside themselves ic

the protective strength of a wige and understanding adult.

Thank you, Marthga, ;

L ' : : Rosemary Armington

Aruitoxt provided by Eic:



e

Ty
Y]

pe
A .
Y,
cC

coordination. . . .
n, ur0oTs motor
v, ¥ine motor
¢, Forceptasl motor

s
e

e

< oanmy

el

ERIC

Aruitoxt provided by Eic:

vvalustion of

Misg rcnor‘
ol Yowine oA
t . v A
‘m
Py sonntel lo

LSOUTCE,

ech,
Ver r‘
Vertbal
o Yerbal

Languase,
Hepgeptiv

mehnviar,
itinn to
~-heip
tarusorsl-soc.al

[
Sl

orial rmxovertenc
SetUing
5o0-ts, vethods,

Lenrning Style.

)

e lonerete

nAary A ,

Jevelopn

wWr

wWrote

tivn ond

History

.
M

e

)

Ir

APPENDIX 2.

o TLI N

writter.
t)f=#‘f’ioz' o7
o MEETa B!

nACKLround

0L

(o TOPOR

iy by
each

vidual

SAMPLE TUTOQRIAL REPORT

i LN T
REVS S G

sScott's home
toric G:scu"sed
cectinne

rnforr-tion

Home:

o

rroblem,

Invironment

ard

rrevious

. . 3 . .

Tutorial Informztion

‘resent

criphion Of LLASE, . . . o . s o . @ . » ° . .
"O."i”.. ATy amer. U8 . . . . . . . [ ) . . . . . .
. e

Functioning

Bwvalus

Lra

LEpressive

it oand

C
oy
-
P.*-
’_J
w

wvaryday protlams

dev :lopwment

and ddaterials

Kecommendations , .

rross Towards
AT e .

Commur.ication . .

L] " L] .
. . . <
. . LI
!
|
. ] . 3

Jsed

gl

5 Goals

] . £ »

- . « . .
\
. L] . - .
. . . . -
. . . . .
. . . . .
. - L] . .
€

,

school

wifh

Plerth

L] .
3 [
L] .
« i
L] L]
L] L]
L] L]
L] .
. .

Der

Detrie

flon i

tutors:z.

~ N

0T

rFat

Uebbie

Jebtie

Uebble

Detric

Debbie,

Debbie



TH'TOR ir POKT 233.

lieme:s 5 0't ANy iteport ate: 5/20/77
Lidress ) Tutors: Debtbie ieddin.:

: Pat Cur..inechem
Hirth: 10/20/71 supervisor: Sarah Muiiwars

Apre Ncwr 5.5 years
BACKGROUND INFOKMATION

Family Constellation and Home Environment:

Scott lives with his parents, , and two older
siblin s, Stever., age 10, ang stacey, age 7. Steven is developing normally;
S5cott and Stacey are both specizl neeus students at Eliot-'earcon.

The ~ family lives in a third-floor apartmenrt on 2 quiet
_ street. Their avartment is well kept-up and comfortable, and in-
cludes some beautiful wood furniture hardmade by Mr. « bome modifi-
c~tions to the physical environment have been necess=ry due to Scott's hy-
peractivity; for example, the knobs ,on the stove have been removed So that
only an a:dult can lizht the burners. e ~ """ enjoy going out for din-
ner together, =235 well gas taking day trips and weekend outings, Mr. :
shifted his work schedule from nights toAdays several months A0, which
prom:ses to give the family even more time together.,

Peferral Source, History of Problem, ard Previous Evaluation: _ ‘
s - =Cott came to Eliot-Pearson in the fall of '76 upon the recommend=tion
gf Cﬂmhridge—SOmerville Jdental Health Center (Preschool Urit), where he h=d
beer’ attending summer school. During the fell semester he was t:tores twi-e
=7 week iro schhol and once 2 wzek at hohme. A tutorins. report wrs wri'ten ir
vecembrr of '76. This follow-up report (5/20/77) is submitted with- the in-
tent to discuss ana expand upon 3Scott’'s development over tne sSprirg semes-
ter, #nth hom2 (Pat; and school Petbie) observations will bte refer: ed to
~where vertinent, s _
sCcott has been diagnosea as hyperactive with delayed speech and lang-
uage (June '75-<-Cam./som. Preschool Unit report; 11/22/76--4.G.H. report)
and mentally retardec (June '76--Cam./30m. P.U.). Scott has béen tzking
medication for his)hypgractivity, in the form of 7-8 mg., of Ritalin 'daily..
e also has a driftigg left eye which seems to be furctioring normally at
this time, with 20/2C“vision. : ~ -

. TUTORIAL INFCRWATION
: ) T
Description of Clzass: . : - ‘
" Sco*t is .in 2 four day mainstreamed class under the direction of Art
Siils ard Cnes Juzin. The ~lass meets daily from 1:70-3:30 in the afterrgor
witr ihe cxcention of vednes.ay. The class Age varies hetw en 3=l years,
with Deott as the oldest of the 2Q students. Thewe pre 4 special peeds
chitdr-n ‘n the ci=us, : S - - :
sCott is usually-ir nsported to school by iaxi: The -ay begins with |
meetirg, wher. the children choose their first_a¢tivity from a meetines box
set up with materials from each area of the class. On tutoring days scott
receives a -tutoring card, and chooses an activity from the box to save for
his returr to class. Pl-ytime lasts between 1-1% hours., Cleanur fol iows, -
and the children asain gather together for quie't reading ard music. They
then go” outside to play. until story ‘time, after which they g0 home. "Un
1ays with bad welAther, inside play and music is extended, with creative
-novemernt a fivorite activity. b :

| 27 o )
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‘Twtorial Arrangements:

Scott is tutored ‘at home (Pat) and in schooi (Dehbie;. 'n school
*he tuntoring takes_place twice a week, on Tuesday and iFriday afternoons.
ATter Scott receives his tutoring card at meeting, we go i.medictely teo
the class office.to replace the card on our bulle'in board and rick up
the tutor1rn bAdg ‘I have prepzred. This bag contains seversl chojices nof
mat. *ials for Scott to pick from oncé we begin our sessiors. [=st semes-
ter wcott wns tutored either in the class office or under the str.cture
in the room. This proved to be highly distracting, so this semester the
zessions hav: been held in the Child Study JDepartment testing room. Be-
fore class be zins I set it up for Scott by removing any extra or tempting
materials, d place the first task to be done on the table. when this '
activity is completed 5cott then chooses another from the tutorlng bag.
Sessions last anywhere from 20-45 minutes, after which we pick up =nd re-
turn to class. Scott usually has chosen his first class activity from the
vox a1t meeting, so he knows what is expected of him upon re-joini:g the
clzes. [ usually stay iIn the class for most or all of the remrining dey,
as 1t zives me = chance to do further work with Scott and his puers,

. 1 4 .

-Home tutoring has been going on since the end- of October '75. The

oo~ ions are held once a week for an hour, and.include Scoti, Pat, and Mrs.
o Mr.o } took part in these sessions too, until he went on

a day shift at work, in Jsanuary. The materials brought to the sessiong

‘were left for 3 weck, and the parents, usually lrs. used the

e ther d-1ly or or alteriste days for 30- -45 ‘minutes. Due no~an overwhein-
ing numb-r of dities at the end of the term (looking tior sch ols for rext
y2ar, taking Scott to be tested, etc.), Mrs. : /had increasing diff-

dcult, in following through with the home tutoring, and it was terminated

in Fekruary,

SSESSMENT OF PRESENT FUNCTIONING ‘ '

>

Description of Child: -

scott is a slight, brown-eyed chil
older than his classmates, is of simi
observarit. Scott is easlly distracte

with blorid hair who,/althdugh
r physical obuild. He {s active and
form 1nd1v1duql activities if there

“is any visual and/or auditory stimulaticn g 01ng on around him. fte is quite

verbal and likes to ask questions about anything that interests him. .
rames ald singing are two of Scott's favorite act1v1t1es. and he has been’
showiry.a great-deal of enthusiasm in his gross mdtor achievemerts, ‘“such

23 bOﬂnrsaultlnp, He is a mild-mannered child, rarely =aggressive, anQ\eaSy
to €2t along with, .o .

Speech Language, and Communication: ‘ f\\\
LT \
. . ., . ' 7 ., II

a, 4prbﬁl Feceontive:
b Scott h=s made/strong pngress in his verbal receptive SklllS. "His
attention span has increased foticeably and with this there- has been an
opportunity to advance both his llstenlng and understanding abilities. A
‘avorltn activity of Scott's is mu31c. He 1s quick to learn riew songs and
verses, respording -to patterns and tempos within the music accurately.
scott zave one song, "Hush Little Baby," his own words because they sound-
ed more a2ppropriate to him than the way I first sang it ("Hush little baby
don't you cry..." vs, the original “Hush little baby, don't say A word.,..")
Une activity that we reoeated for 3-4 weeks involved me giving verbaL

" 205
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:lurs to Scott while he searched the rcom for 4 small paper letters [ had
.aped onto the walls. Each session focused on a different letter of his
iame, with the end results being taken home for display on his bedroom
.0or. 3cott had to find the letters, "S" for example, and glue them onto

- large paper "S" which I had prepsared earlier. Hints 2s to how many more
et ers he needed to find, or what color letter he sShoulr try *tv spot rext
remn-strated th=% Scott understood and enjoyed tnis hide-and-seek method--
e regporded-accurnrtely to my verb=1l signals.

Scott can respond well to simple Z-part commanrds, but hss di.ficulty
‘ezcting avoropriately to more sophisticated ones. His kroowle:ge of common
b ects and tneir labels is limited, which affects his 2bility to respo:;d
0 complicrted orders., He is able to sit thriugh lorger periods o- tire,
rd car listen to a story in group time with 2 ~ini-wum of iistrzctability.
'iften Art starts tne day by drawing Scott's tutorirg card :rom tne mestin,

0x, »nd Aan-oluncing that he has 2 card for "someone who's rzme begins with
ne letter 'S'.™ This is Scott's cue ‘0 receive his card, =nd he -ever
‘isses it.

y

'« Verbal pXpressive: . -~ .

bcott's speech is somewhat difficult to understand. He uses incomplete
entences-and talks rapidly. When speaking to other children, he oftern
leeds an adult to heln translate. Like his sister stacey, who is an influ-
ntial role model fior him, Scott tends to refer to himseif as “"me" rather
han "I" when speaking--".e open this.", "Me make Stacey something.", "ile -
ake it home." Through word games and songs Scott is ericouraged to correct
his ("Do you know. the juffin Han?..Yes, -I. know-the—uffin .an.") Lames
8ing the letters o: his name ("I see 2 blue.'S'., Can you give e the biue
S'?") while involving him in the repetition of proper phrases are fun,
asy tasks that- we often begin tutoring sessions with. '

S5cott enjoys music and is an eager participant in singirsg, His favorite
ongs ,include “"Aiken Drum,"™ "The Kuffin Man, “"Jingle Bells," "Hush Little
aby," and "The Hokey-Pokey." I often bring the guitar to our sessions, anrd
t was during one of them that Scott made-up his own vers@t to "Hush -Little
aby." . : . » ‘ ' .

A spontaneous dramatic play session during tutorins one day ied to »
necessful series of verbal, imaginative play~acting experiences which
laced Scott in the varied. roles of firefishter;—ditchdigger, and lady-in-
1istress., Using the one-way mirror in the testling room, we acted out scenes
'hile watching our reflections in the glass. Scott was immediately respon-
‘tve to this activity and used = great deal o coherent, spontaneous lang-
dge "to express himself, ' ' _ .

-Scott. is inclined to repeat gertain activities if he is familiar w®th
hem; often this is accompanied by excited, repetitive questions or phrases
ike “Why?" Whenever I brought the guitar to-tutoring Scott knew that it
as saved for our last activity, but during the preceeding tasks he would
onsistantly wsk if-I actually had the ‘guitar in the case, or if it was: .
‘ime to play %t yet. Firm, easy to understand guidelines need to be estab-
ished in such cases, so that his questions are answered but not allowed
o domir: te tde entire ‘'session. ' _ ,
' Scott car carry on“a simple conversation, but canriot answer guestions
nvolvirg memory ("What did you do -this weekend, Scott?"), o

Towards the Iatter half of the semester Scott began verbalizing feel-

A
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ings more. we took several walks to the. ball field across the wa;,. As we
went there oftern were tractors and trucks working nearby. Scott was fasci-
nated but irightened by the large, noisy vehicles. He would start to ven--
tiire near them, only to run behind me with a firm "I scared" wher: they
came closer. Scott asked many questions about them arnd enjoyed watching
tnem from safe distances. Our dramatic play sessions in the tutorin  room
were, in vert, 2 result of these outside experiences. They helned sScott

to act out, verbulize, and become familiar with such feeclings as fear and
excitement. ' : ’ '

c. ion Verbal:

This semester it hrs been a sub-goal pf mine to help-Scott verbalize
his feelings and desires. ite does not act out when frustrated. Often -the
only way one can tell he has .been hurt or bullied is by acturlly viewing
the incidentvitself-—he.wi}i'not seek adult intervention or strike back
at the -aggressor. He shys away from negative encounters with his peers
and if, for examrle, snother child throws sand in his race S5cott will re-
act passively, almost as though he is not'aware of the act at al,., At.

, vther times Scott subtly asserts himself. This is most noticeable in fam-
iliar situ=tions, such as group time, when Scott is sharing my lap with
another cnild. He will quietly but firmly edge the other child off my -
lap by pushing himself further into the middle. Encouraging him to ve.-
balize his desire, and settling on a solution (each child sitting on a
separate leg) are good models for Scott. : . _

If he is'disinterested or unable to deal with a situation Scott will
"blank out” with a vacant stare and, again, néeds an attentive adult to
help him focus back on the activity, Physical interaction with Scott~-hold-
ing his face between ry-hands or bodily pointing him in the appropriate
direction--are helpful means of refocusing his attentidén, g , .

' Scott will also grab for food or drink at the snack table instead of
asking to have it passed to him. Adult modeling is also beneficial here.

Coordination:

a. Gross' motor: , _ , ‘

A‘major_goal has been to involve . Scott in gross motorlactivitigs. He
exhibits poor motor plarning when running, kicking, and tumbling, Tg¢ /
- strengthen these skills Scott is learning to somersault, balance oﬁpa low!
Yeam, manipulsate 'a ball with his hands and feet, and run with his hands -
held by his side, not flailing in the air. . J
~ Art began somérsaulting activities in class, and I continued with.
~them in tutoring* sessions. Scott first learned to lie ‘across a low baard
supported by 2 blocks. Gradually he tucked his hesrd under and brought his:
feet over his head to complete a rough somersault, As he became more adept
at this, Scott was encouraged to attempt.a similar tumbling motion without _
»~ the support of a board. He, has been steadily improving on this. Scott also
learned  to balance on ,the board, first by kneeling and pulling ‘himself up™

into a standing position, then bypassing ‘the need to kneel -and stepping °
'up onto the board in one continuous motton. He can walk: the length of the
~board and jump off, but he refuses to reverse directions. As he walks 1.
ingtruct him to "put one foot in front of the other," which helps Scott to
focus on his movements. He likés to have me count to 10 when he reaches
the end, before, jumping off into the "water." . S

With the warmer weather, Scott and I moved outside to'play catch,
kickball, and chase. Holding hands and facing eath other, we-would spin-

L] . o
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around 1ulvkly as I drew attention to the movemert of his Te<t. :e reeds
to he wmade aware of what all parts of his'body are doing qt o UlVPr time,
so th=t hiz conrdinntion is smooth and continuous. e er.joys *nst-p=ced
rames of catch ard kickball, espec1ally wher he is being ch-sed with the
hall. After such activities scott 1s usually very exc1tea. ard needs nn
-ample transition time to calm him back down.

cott does not show any marxed foot preference yet. when cllmblr
strirs he leads with his left foot, while going down st=irs he tavors nis
richt. he enjoys cllmblrﬁ the structures inside and outside of cl= , ~nd
recently mastered the rope cbﬁﬁblng ladder attached to the out51de sllde.

b. Fine motort :

Scott’'s fine motor coordinatiorn needs 1mprovemeft. He is edept at
such tasks as placing negs into veg-boards, manlpulatlng puzzles, strlng-
ing: peads, and playing games ‘like lotto. He c&n handle a stapler, scissors,
and - tape, but awkwardly. Scott has not shown hand preference yet, so his .
drawing and writing skills are wezk. He has «.:ficulty tracing both free-
hard and inset figures. He can write only a few letters of his name (o,
C), but is able to identify all of them. Scott can hammer and saw, but -
needs adult supervision as he sometimes uses materials 1n9npropr19tely
He may a+tempt to ha mer into the-carpentry table or saw wood “hat 1s not
secure in .the vise. Scott is able to join into songs with hand movements,.
prov1<1nﬁ he knows. the words. We often spend time ir tutoring practicing
"Where is Thumbkin,"” "This Is The Way We Wash Our Face," and several oth-
" ers, using the ore-w2y mirror to reflect our movempﬂts.

c. 'erceptu~1l motor: :

Through various gross and fine motor activities Scott's eye-hard ~:nd
ﬁveOIoot cocriination is reinforced. His balencing, walkirg on the btosrd,
ani brll. wlaylnp abilitites serve to strengthen th:se areas.. Telling him
to "put one font in front of the other" when he is walking 'on the bosrd is.
a helpful verbal cue for bcott to- focus on his movement, Tossing a lzarece
rubber tall back ard forth, with increasing distance tetween us, brings
- attention to Scoti's eye- hand coordination., He is able to do this when
- the distance is short ard action fast-paced. Scott hzs been getting lots
‘of praise from the adults Around him for his motor achievements.. ilis price
in these acromplishments is reflected in his mounttﬂﬁ desire to contirue
pldCElOll& these activities,

At cleqrup time. 5cott is an active part1c1pant able to,match and
sort mﬂ*e: ials such s blocks, and replace them :in the proper spaces. Ee-
-ausﬂ“&“ nis. undetermined ha.dedness, Scott has ditf] cultv with some fire
m:tor herceptuzl tasks like tracing. He enjoys drawi it +d eoclorirg, =nd
ir home tutorir.: these bkllls are reinforced too.

Cognitive bchlOOme”t and Skllls: |

' 3cott's hyperactivity and tendency--to be ensily distr-cted have made
© it necess=ory to spend a great deal of time helplnp him to focus or his
1ntevactxnns with people and materials. One method used to help increase
his - attention span involves 2 5-minute sand glass, set up at the ~ctivity
he is prrticip2ting in a2nd stressing the minimum 2amounz of time.he h=s to
remair in th.t certain »rea (5 minutes). This reduces exce:sive ‘movement
hetweer areas while at the szme ti-e. forcing Scott to focus on = porticul-r
task, Within sever=1l weeks Scott ~dapted to this, -rd coul: remcin in an’
~rea with~ut needi=#& the timer. The aversge time ‘he ca: sta. focuse v-r es
cetween 5-15 minmtes, ‘ '

Lo - T *'\
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With this increase in attention span it was easier to work with
Scott in other cognitive areas. He knows and can label a square, circile,
amd triangle. He is especially competant at lotto games which call for
matching geometric shapes. Scott is also familiar with all the basic coi-
ors and the letters in his name. He does not know the alphabet well enough
to identity or iabel all tHe letters, but he can sing the alphabet song
with the class ard name many of the letters in the process. In our tutor-
ing sessions, the hide-and- seek game with letters in his name was good for
reinforcines letters &and colors, as well as pre~counting skills; there were
always iour letters to find and the amount left on the wall =fter eech
"discovery" to figure out.

Scott has good visual discrimination. He can sort and cla551f objects
well, =pplying-his sense of humor to the task wher he tries to fool me with
Mig= cqfa*orized examples of, for instance, pictures of food 24 pietures
of toys.

Puzzles with faces of people on them are fun tasks to do for reinforc-
ing knowledge of body parts. These puzzles =re made of rectangulpr card-
board strips, with each strlp having a different part of 'the face on it,

~ Phare zre four such puzzles in 211 a woman, man, b2by, and full view of

a youns boy on roller skates. Scott can identify all the facial parts, al-

‘thoush he does not always place them in proper sequence. Showing him the

oxder that these parts come on our own faces helps to furth@r empha51ze
this. dcott enjoys mixing the parts together, so that the wr?ndmother
would hnve the baby's chin, etc. We also traced the part: of Scott's body,
cut out the four main parts (arms, legs, torso and head), and mounted them
on the tutoring room wall. .

Over the semester 1 have also been corcerned w1th how Scott uses ma-
terisls. As [ mentioned earlier, he can handle a stapler and rolli of tape
approprintely, but he does not always Tfocus on the material he is trying
to staple or tape, instead he becomes preoccupied with the function of the
tool. This can lead to him stapling paper that is not properly positioned.
under the stapler, or taping materials without making sure the two sec-
tions. to be joined are both held by the tape. He will repeatedly attempt
to work at the task in this way until an 2dult helps him to- stop, examlne
tHe situation, and discusseg alternative suggestions with him.

‘The uses and labels of common objects have been.stressed for Scott
too, so that he can improve his,verbal skills as well as learn the proper
use of m-terials. Prepositions like under, over,|in, out, behind, =nd on
top of are “pD”OUr‘?tPlV resnonded to by Scétt if cues (pointing. designa-
tine with one's eves, and giving verbal hints) gfe given =2s well, He can
dl%tltpulah between most ﬂnd least when given 2'piles to choose from, and
wili succeq>fu111 ordpr sizes from blgvest to smallest.

'& -3
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General Behaviors:

a. Solution to everyday problems: S

’ When faced with a frustrating or challenging problem Scott usually
attempts to deal with .it by repeating familijar measures, even if these
actions are unproductive. He needs an adult's supervision when such an
occasion arises, so that alternatives can be discussed. Scott rarely
turns to his peers for help, but he does. take«an interest in their act-
ions and is willing to partake of similar activites once he has observ-
ed them. The increased attention given Scott by the different adults in-
side and outside of class.has heightened his enthusiasm and success in
various skills, A reduction of distracting materials and chéices at a
given area have also Served to place Seott in an environment that is

easy for him to deal. with. As a result, he is more capable of handling
small challenges and decisions. He can apply past experiences and obser-
vations to other tasks. An example of this is Scott's manipulation of
materials when he decided to make a locket like the one I often wear to
school. Initially I helped him to trace, cut and fold® the paper he chose
to use., I then asked him. how he wanted to keep it shut, and after examin=-
ing my necklace, he decided upon a small piece of tape, which . he folded
so that-it could be easily peeled back to open the locket. Finally, Scott
colored a picture inside, and we wrote his name on the outside as well; "~
so that the locket was as realistic as possible., ' '

b. Self-help: : ; R _
Scott is a neat child, who's self-help skills are good. He avoids
. getting very messy, but does not shun activities that involve a moderate
amount of messiness, Scott can wash up when he needs to, and can toilet
himself when remihded by an adult to use the facilities. He rarely wets
his pants in school now. He can reMove 2nd put on his own coat, and enjoys

2ipping the zipper if an adult has started it for him. Scott can button
well too. ' ' '

c., Personal-social Development: : C i .
, At the beginning of the year Scott had ‘a difficult time separating,
“but this situation is now under control. He still brings' ar obiect from
home each day, which is ugually d Snoopy doll gr toy., Whrtever the object,
. Scott knows that it must remain in his cubby until the end of class. He
is agreeable to this, and there have been no-problems with separation
‘this semestkr. : _ . o . ' :
Scott knows the names of most of his cl=ssmates, =nd has. been increas-
ingly =able to spend time with a few of them at an activity, such as the
‘water table, for over.7 minutes at a time. He tends to exhibit mostly
parallel and solitary play, so effort is made to draw other children into-
activities, like cooking, where cooperative play is emphasized. Another -
fur _thing to do is lotté, whcih helps Scott, and Other children, to prac-.
ticé taking turns while working towzrds a common goal, :
Our tutoring sessions were always centered around just the two of us,
but upon return to class we occasic.ally invited one other child into the
class office for a song on the guitar or o experiment with a tape record-
er:; Scott exhibited mild signs of possessiveress  when other children de— :
- manded too.much of my attention, so I made sure that the 'two of us did . Ar
- have our designated time alone each day,. ' - _ S
Scott also needs help in self-control areas. He will impulsively o
scribble in a book or write and glue on a table. such of this canr be cor-
rected by simply brirging his attention to these activities: and suggesting

t
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apvropri=te ways to use, and not use muterials. At group time cott is
also prone to speak qut while another is talking, or to want to f'1ip the
pages in 1 book randomly as others are listening to a story. Remaining
close to him and emphasizing what he needs to do ("You need to listen
riow, Scott. We will look at the other pictures after the story is over,")

1= helpful in keeping his attention properly focused.
scott plays well in the clessroom and is beginning to single out sev=

eral children as favorites. He seeks - Stacey's compsny when the two clrsses

~re out together on the play yard. Scott is usually a follower wher 1t
comes to joining and initiating activities. His speech is somewhat diffi-
cult for cther children to understand, so it is helpful to hrve an ~dult
rearby ready to assist and encourage his verbal interaction.

Tutorial Experiences:

- specific amount of time, playing word games and songs, and wecrking in

a., Setting: . :

_ Tutoring sessions in school are held at the start of the dav snd in
the same office. Variations on this occur only when the weather is nice

enough to spend the time outdoors. Predictabiiity and routine are vital.
They allow Scott to' feel as comfortable and in control of. the situation
as possible. kach séssion lasts about 20-45 minutes, and Scott has the.

ootion of terminating it when we have finished with oufr three tasks.

~ Home tutoring took place at the kitchen table in the home .

it involved Scott,hs mothes and Pat. (See Tutoring Arrangements for more
details) _ . : '

b. Goals, ¥ethods, and kHaterials Useds: '
School goals for Scott this semester include fine and gross motor-.

develorment, body awareness, increasing his attention span and ability to

focus, use ot proper pronouns and prepositions, atrengthening of peer in-
teraction, a2nd taking turns. Within thses broad catagories are smaller
sub-goals which were emphasized in individual. sessions. Examples of these
sub-goals include tracing shapes, the proper execution of a somersault,
identifying tHe parts of the body, being able to remain in one area for 2

(5=

small groups doing sharing activities such as cooking and lot%o.

- Methods and materials used in schoél center- around the principle-
that Scott needs a routinized, well-established order to his day. From
the start, when he receivee his tutoring card and picks up. the tutoring
bag, tScott knows what is expected. A single task is introduced at =z time

to avoid confusion. This has already been set up for him before he enters

the tutoring room, and he begins with it right away. Scott i's always in
motion, so the activities chbsen are ones which allow for. freedom of move-

- ment, He enjoys manipulating materials, so for each task there is some-
" thing that must be glued, stapled, or put together is some way, Raw mat-

erials like paper, glue, crayons and markers are always in. the bag. I also

- include a game or puzzle of some sort. Each session ends with either

dramatic- play or the guitar. Eye-contact or geéntle physical contact will

bring Scott's attention back to- the task at hand‘if he becomes. distracted.

Caution must be taken to remove any extraneous attra8tions, such as the
testing room suvply cabinet (I turn it‘around to face the wall and block
the door from.opening) or else.Scott -may find it more apoealing than hig
tutoring éctivijy. ilodeling appropriate verbal and physical actions for:

R
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him also nelp 5cott to express himself in a meaningful way.

~ Goals and methods used at home for Scott fall into three catagoriesj
improved fine motor coordination, abillty to recoanize some letters, =and
improved . tanguage skills.

To improve Scott's fine motor ability, manipulntive materi=ls such
as peg-board and pegs, Constructo- straws, shape and object tracing, ﬁnd
stringing beads were used.

.For learning letter recogni.ion, we began with shape matching -nd
namlng, then progressed to sorting, matching, and naming the letters of
Scott's name. We used sandpaper cut-outs of letters, matching plastic
~letters to outlines, sorting letters into boxes, touching 2 letter and

finding it's match, tracing a stencil of Scott s name, sequencing plastlc
letters in Scott's‘name, and prlntlng letter shapes with palrt and pley-
dough,

Under language skills, we began with naming obJects. using games like
lotto. We then moved on to learning verbs of actior, again using lotto,
and a set of photographs, "Faces of Child.en.” We also began work on pre-
positions--on, in, b851de, behind, in front of, and under——using games
which required Scott vto place or locate obJects according to verbal in-
structions. Finally, in coordination with Scott's school tutor (Debbie),
we began encouraging and reinforcing the use of "I" as subject instead
of "me." His mothes also exposed Scott to langu=age experiences such as taking

him on walks, or weekend trips, and talking about them. She also reads to
"him frequently. .

c. Learning Style: .
'Scott functions best in. an uncluttered, simplified setting. He will

- repeat a task over and over (see use of materials under Cognitive Devel-
opment) unless guided differently. He also, because of his hyperactivity,
m~y move from activity to activity in a haphazard fashion, and needs to
be limited in some way, with the sand glass timer for example. He seems
to be happiest when in a one-to-one relationship with an adult, and does
not hesitote to ask for help. This semester he hns become more proficient
in several =areas,[igross motor and group participation for instarce, and
nhe teﬁds to show greater enthusiasm in reperting these skills.,

/At home, Scott learns best with activities whlﬂh are short, visuslly
1nterest1ng, fairly self—explanatory, and involving him ph'slcally. When
_tutorlng occurs at home Scott is not usually visibly distractible, althou:‘h
he may be auditorily distracted by outside noises. He is generally inter=-

ested in thHe material and enjoys tutoring. He 15 able to sit at the table
for about 30 minutes.

i
!

d. Evaluation of Progress Towards Goals: '

Scott has made visible achievements in gross motor,. cognitive, and .
social skills. This is largely due to efforts made to improve his -overall
attention span and focusing ability. With these accomplishments it was
.easier and more rewarding to work on the basic skills mentioned above,

" This semester seems to have been very short and broken up with many vaca-
tions, so some valuable time was lost along the way. Yet Scott seems to
- have emerged from thls term ‘a very happy, more competent child, which is
the most 1mportant outcome of our time together. All of these skill areas




242,

ied continciea reinforcement, ospeclally nis loncunie skills, having in-
st trom the home and class tutors, as well as the Eliot-tenrsor. oonatfl
ars hi~ nparents, hns enatled Scott to receive consistert atwertvi o 0 d

“ise tor his erforts, "his in itself is a ma,jor reasen o the rrogress
efiected In scott's behavior,

or home tutorins Jcott showed 2 preference fovr {ine ncilor sctivities,
nnd could sit {illing a peg-bodard with pegs three or four times 1: succes-
sion without being tored. He can now trace a recognizsble shzpe from an
iriset, obviously attempting to follow the contours, where beiore this waq
Inpeely uncontrolled -+ unnlanned motion, Scott ~an now »oaien st fort il
the Letters in nis name, 2s well a3 some others ( A,B,E,D ). He = pl
the letters in nhis ..ame in the proper sequence. He can recoxnize nhis inme
58 we'l as some others (Barbara, Al, Staney, Steven, Mags , =nd Art), tle
can usu»lly~-79» of the t’me——oor.ectlv name 5,C,0, T and A,

scott can correctly identify a 1 .rge number of commion oviesis. He

can identiry familisr sctions, such as jumning, running, 2atirvy, and cook-
i-47. a0 can follow prepositioned commands correctiy 50% of tns tine., scott
Also knows to reniace "me”™ with "1 wnen challenwzed, but stidl rarely

e Yo oapontaneously

e, ruture Concret: ;oals:

Scott's school progress adeguately reflects a need tor continued
roirforcenewt art supno~t in nll, areas mentioned ~bove. He is becoming
more, contfident socially, and with the thought in mind that he will be
switehin-- schools atter the summer, I recommend that his lar;unse mnd
socdial skllls Lemain a priority. Scott needs a good deal of {ire motor
practice, especially in tracing and similar pre-writing exercisel, A
follow through on nzan“tjc play and singing will further reinrorce the

rogress Scott has made in his verbal expressive =2bilities., Emphasis
or verbalizing his teelings is needed too, as that ~rea was not fully
develop~d this semester. Outside play this summer will be nerfect for

continued gross motor activities, which Scott seems to enjov and rely
on for releasirs encray. .

Goals that have emerged from home tutoring and should b2 stressed
ir tae future incluae letter recognition and motor plannirig., 2rhaps
Secott could léarn one or two favorite words and the letters in them.

nllowing an obstacle course would help develop gross motor ol nning.
e should use (arusse experiences :uch as talkine into a t-pe recorder,
Jor dictatio stories, to share experiences and rel~ote them verbailiy.

L Susmary and  xecormendationss v \>
This haus tewn a very gobd. semester {for Scott, as he has had a great
feni of attention, uvralse 2nd reinferceme:.t from concerned dults sround ’

nim. scott functions well in a mainstreamed class if care 1s taken to
proviage him with a sultable environment. By suitable *I mean a setting
th~t 1s minimally distracting, both visually and auditorally. In the tu-
toring room for example, I draw the shades over the mirror until we are
going to use it. Only one’task is visible at a time, and the door is snut-
to keep out uvunnecessary n01se. Scott looks forwa*d to each tltotln& ‘Seg~
sion. Hig enthusiasn 19 v1tal if he is to enjoy and benefit -from these
learning exveriences.

1
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Home tutoring is a valusble and enjoyabie experience for Scott. .7
I"

farily dyramics allow for it, irs. should continue to work w:ih

Scost, usire her own ;ood underst-ndire of Scott's strencaths and Jeficits,

ard her owp good idens for =ctivities, & owell as the s<1lls she n g
lezrred this year, S :

In coneclusios, Scott needs to contirue on 2 multi-instructive pro-
sram tlan it possible, His verb 1, nutor, cogritive ~nd socinl skills ~re

improvirg gradu~lly, but must be consistently rei:forced in th. future to
assur - steady Jleveloomer.t,

v

L

Aruitoxt provided by Eic:



. APPENDIX 3. PARENT OUESTIONNAIRLS
’ ~a4,

Ehot-Pearson Children s School
Under the diredtion ald [r:“A‘fﬂv)t‘Ll[:-;"l

Departoient of Chudd Study

Apeil VL 197E

Near Parent.

As part of our fina] phase of gvaluation'for osug “ainsireaming
prooram this year. we are requestina that every parent fill obt‘the
enclosed questionnaire. The purpose of thié form is o oain & better
undersfandinq of parental attitudes concerninn the matnstroam process.

A r‘t‘i C!l] 2

pr it RS S

o

§

rly 3¢ it has been experienced at £liot-rearson this past yeor,

Your participaticn and coopgration is necessary so that we have an
icCurate representation of the effects of this prooram.  Please refurns

“tihe auestionnaire to the school office by May 1. Thank you for your

help and your cooperation.

Sircerely.

LY
Samuel J. tefsels. £d.0.
Director o

i

P ' . . ‘v," ' . @

Q s\1cdi_drd, Massachusetts o215+

Aruitoxt provided by Eic:



(There s room on the finai pége for additional comments)

*

. How many years has your child attended this school?

245.

ELIOT-PEARSON CHILDREN'S SCHOOL
Tufts University
105 College Avenue
Medford. Mass. 02155
628-5000 X 294

Parent Ouestionnaire on Mainstreamino

Today's Date _

rcﬁild's Name*

Name of person filling out this questionnaire*

How old s your child?

Approximately hgw many times have you observed your child's class
this year? .

How many times have you been a parent-helper in your ﬁhild s class-
room this year? '

. Has yaur child participated 1n any other programs this past year?

Please 11st (examples: physical therapy. oymnastics. play aroup)

We are asking you to indicate your child's name and your name in
order for us to know who has or has not completed a questionnaire.
After you have turned in the questionnaire. relevant information

" will be coded and this fdentifyino cover sheet will be discarded,

Your right to confidentiality and anonymity will be respected. .

29
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PARENT OUESTIONNAIRE

O MAINSTREAMING

Instructions: For each statement, circle one of the five responscs.

| 3
= O q @ 1]
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| =g 1} [+1) 4= Q C (=] e o1
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= | = ik U 15] L
4+ o) & | @ Ore Mgl R ol
vy =L == o=l = 0ol »nne

[. Attitudes About Mainstreaming

1. I think that it is a good idea to
integrate or mainstream children SA | A N |'D
with special needs into regular
pre-school classes.

2. 1 feel more positive about main- SA A N D
Streaming as a result of my child's | "
experience in the program this year. N

3. I was unfamiliar with the concept
of mainstreaming before I applied sA | A N 0
to this school. R )

.y

Even aow I do not feel that I know )
very much about mainstreamino. SA | A N D

5. I think there s no reason for :
schools to be involved in main- 5A A N 0
streamina exzept to comply
with the law.

[yl

I think that mainstreaming
places too many demands on SA A N D
" teachers, B R A

7. 1 feel that even children with
severe mental:.physical. and/or o
emotional handicaps should have SA A N D
an opportunity to participate

in reoular school proarams.

- - R




I1.

10.

11.

Attitudes About The Effects of
Mainstreaming On One's Own Child

12,

13,

4.

15.

w\

‘lﬁtrunn
. foree

o

| Agree

| Heither

-

| Disagree _

| Aoree nor
- Disaoree

]
o
~d

y

| Stronol
| Disagree

I think that mainstreaming does
not alter the auality of education
available in a classroom.

SA

=
wy
=3

If I had it to do over. I would
choose a mainstreamed program for
my child.

SA

=
[,
=

I think that mainstreaming pro-
motes an understanding of what
it is 1ike to have a handicap
in children who do not have
2hand1caps

SA

I befieve that children will grow
up with an increased appreciation
of differences among people as a
result of this kind of 5:h§01
‘experience. :

SA

!

ly child's mental, physical, and
emotional development has increased
even more than I expected as a result

SA

of being in the prooram this year.

I feel that the teachers have
adapted the program to meet my
child's needs.

I believe that my child's
interest in finding out about
the world and exploring new
thinas has inﬁreased this year.

I think that my child's overall

mental abilities (for example
problem-solving skills. know-
ledoe of cause and effect. ability
to express oneself in language)

SA

SA

I N

SA

N haVE 1ncréased this year




16.

17.

18.

19.

21,
22,

23,
24,

25,

I am concerned that my child is
not gettino all the skills that
he/she needs to succeed in school
once hco/she leaves here.

I feel that my child's teacher

is not distributing his/her

time fairly among all-of the
children as a result of the main-
streamed proaram.

I feel that my child's capacity for
self-understanding has increased
this year. N

I believe that my child has
bhecome more self-directed
this year.

I feel that my child thinks of
himself/hérself as beino very

- different from the other children

in the ¢lass..

I feel that my child has not
profited from sharing a class-

‘room with children who are

different from him/her.

I think that my child has learned
more ‘about himself/herself as a
result of contact with children
who are different from him/her,

I feel that my child's exper-
ience at school has been gener-
ally a happy one.

I think that there are enouch
materials and activities in the .
classroom to challenge every child.

I believe that my child is re--
ceiving enouch individual
attent1un at schDDT

- 2\ _!'
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26.

1 feel that my child has re-

cefved as good an experience
this year in a mainstreamed pro-
aram as he/she would have received

.1n a non-mainstreamed program.

[ feel that my child has recefved
a better experience this year in
& mainstreamed prooram than he/
she would have received in a non-
mainstreamed prooram,.

3

fttitudes About Oneself As A
Result of The Mainstreamed Prograni.

28.

29’

30.

3.

33.

Having my child in thiggschoci has -

helped me become more comfortable
with children who are very differ-

" ent from my own child,

Havino my child in the school

- this year has helped me get a

better idea of his/her strenaths
and weaknesses.

I have a reasonably good idea of
what my child's capabilities will
be 10 years from now.

Having my child in this school
has given me increased confidence
about his/her future.

Having my child in schopl this
year has helped me learn how to
handle him/her when he/she gets
angry. stubborn, wild. mad. sad,
etc. :

I do not think of my child as being
very different overall from the
other children in the class.

4oree

| \gree nor

- leither

[ Stromaly
| Yaree

249,
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34.

35.

36.

- differences among all the children

The experience my child has had

I feel that there is someone at

ly

Strono

Aoree

Aoree

Weither

250.

| 4
o =
= Land
(=
[T L B =
@ o
= u |
Crier 43

Disaaree

In general, I feel that the
similarities outweiah the

in my child's classroom,

in schoal this year has not made me

feel better about myself as a parent|

r’(/

school to whom I can turn when I am .
confused or when I have questions
about my child. :

 Please use this space (and reverse side {f needed) for any additional
comments you wish to make:
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Th2 aquestions in the next section are included to help us better understand

how our mainstream prooram has serviced both parents and children.

o

Did you talk to your child about the special needs children in his/her
c¢lassroom this year?

Yes NO

If there was a discussion. when was the first time you remember talking
to your child?

Before schopl started

Early Fall .
Mid Year — )

Recently

As the year has prooressed. has your child commented on the special

- needs chijldren in the class?

Once/week Once/month Once/semester Never

Give Examples:

If s/he had questions, were:vau able ta answer them?

Yag Na

" -

Did you have your own questions about mainstreamigg?

Yes : No
. ROy
ﬁ ——
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. Did you get your questions answered?

13

Yes Ho Doesn't annly

Give Examples o

of Ouestions:

7. If s0. what was your source of information to answer these auestions?

Classroom teacher_ Special group meetinos
Special needs teacher Booklet received in

in mail in Sept.
Administrator

Ng source
Other parents . ' '
Other (please list)

Class meetings

8. What was particularly helpful to you this year in undevs tand ina

mainstreaming?

9. uhat would you like to be done differently?”




Lhut-Fearson Children's S¢hool
Under the direction af Flint-Pearion
Dhepartotent o0 inhd Study

April 8, 1978

Dea f e o eri - TEEEmT A TR
_ - ‘S‘, = _ .
Since your child left Elfct-Pearson we have been continuing

our program of intecrating, or mainstreaming, special needs children

* into all of our ciassruﬂms This year the Federal grant that enabled
us to begin the mainstreaming program comes to an end. Fortunately,

Tufts has committed 1tself to adding two new staff pos1t1cnsi 50 we
will be able to continue to mainst?eam

At this point I am in the process of ccwai\inﬁ a final report
for the U.S. Bureau of Education for the Handicappped and for Tufts
University. [ need your help to complete the report by filling out
tha enclosed questionnafre. - The questivnnaire {is designed to find
out what kinds of educational experiences your child has had sincc
leaving Eliot-Pearson and how your child has generally been deve\apina
since then. It also asks you to comment on your impressions of the
Eliot-Pearson experience in general. The information you share will
be important in helping us to evaluate our program and to make necessary
changes for the future.

Thank vyou for your help and cooperaticn. Please call me {f there
aré any questions. | would like you to try to return the questionnaire
by May 1. :

Sincerely,

 Samuel J. Meisels, Ed. 0.
Director

SIM/srl

Q Medford, Massachusetts o2155

]:KC 617 "628-5000
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Flint-Priarsaon Children's 5Schnol
Tufts Universtity
Hedford, Mass. 07155
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’ ot
1. Child's pducational experience after leaving Elfot-Vearson:

1076-77 | 197775

Jown e e b
Publfc/Private e . 1

. o
ﬁq_./) 7 \

2. Type afupragram chiid narticipated in: (ﬁie&se check} -

1976-77 1977-78

Private or Publfc School:

Reaular class, no special services ]

" Reoular class with chanoes = .
“within regular tlassroom P

Reaular class with special . ,
services outside classroom _ | - ; .
rore than 1% hours per day - : S
‘Reoular class with special services = S o -
putside of class for % day each day T 1

Senyrate proaram/class

L) U

Transttion class
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Small Group:

[
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Aruitoxt provided by Eic:

In Reaular Class

Special schont services

ok 3_14 515

]

Jeagin

"
ok

3

vimech/Languagi

T it L EmRIEG L AT LSS s e stsmcdoa i oy

schoal Guidance/Psycholonist

nravided for yaur child

'sleaze chensd

Physfcal/Occupations] Therapist |
Tuter {specify)

- e R

in Separate Class

h
Y

If your child is presentdy in a private school, are there plans to

have him/her enter public school?

If s5, when?

Doesn't apnly
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w18,

16.

i thiﬁk my cé\Td has imprnved Hn- his/her

" overall coonftive abilities (example:

problem-solving skilis. kncw?eﬂge of

ascauseaeffect)

1 be}ieve my child: has made praaress

" 3m Tearnino to read (example: knows

 f-1etter suunds reads simgle words).

7.
- ié;
1.

0.

s,
* “her ability to develop friendships
with chi‘drEﬁ in school,

22.
23.
24.

25.

I believe my child has 1mﬂrﬁved in the

area of arithmetic (example: Simpte
*additian. counting beyond ED) :

I fee? my chi?d has made pruares& in
writing skills {example: writing

"sinq1e iEE ersifgritinn simple wcrﬂé)

1 belidve. my child has improved in his/her'

fine motor development (Examgié using

-r.seéssars. buttcﬂing shirt)

My thi?d s everatl physi;a] déveiﬂpment o
- has increased {example: riding a bikei -
thr@wfngicat:hiﬁa a ball). - B

T feel my child has {ncreased in his/

'Hyﬁ:h11d Tikes geing ta Schaa1,

vMy'chiid seems to feel good about him/
herself when in school.

Hyachi?d has made continued progress in

, 1earning socially appropriate behavior,

My child!s atteition span seems tﬂ be
improving (example: plays with a;game for

longer per1gds of time than before)

i
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- 26.

- 27.

28

29/

i
" SINGE LEAVING ELI0T-PEARSON:

-1 fee1 that the teachers have adapted
the proaram to meet mv ch11d s heeds.

My child's school experience has
cenera1ly been a good ane

My ch11d 5 present teacher(s) keep
me. well informed of my child's. school

life.

1 Fee? ﬁﬂmfartabie talkino to my child's
~ present teacher(s) about home and schog1

1ssues involvino my ch11d

258.
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31. Discussfthé'strength?/af the mainstreaming proaram

Do’ you feel your. child's experience at Eliot-Pearson was a good:founda-

tion for providing skills (soctal..coonitive. physical) to prepare him/

- her -for his/her ne;ﬁ phaseAQf education?
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32. Discuss‘;he weaknesses of the mainstreaming prooram at Eliot-Pearson.

33. - Uhat would you Tike to see changed in the Eliot-Pearson érogram?

L

34. ‘Yould you send your child to Elfot-Pearson if you had the opportunity
to do it over? | .
Yes : No Maybe -

Please explain:




fppendix 4. Figures Relating to Assessment of Children's Progress

Figure 1. Distribution of MSEAVEFQé? Index Pre-Test Scores
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Figure Ta. Distribution of MSCA Verbal Index Post=Test Scores

10

~ [Too few
1tems
attempted

LT . SCALE INDEX .
: (Heavy 1lines indicate Special Needs; Diagonals denote Non-Special. Needs)

Iy




e ue ey

11

10

5

Fig

Toé.féw'
items .

attempted | #

=
<

V‘Di

]

+

1 ’ -
1

+ +

-
L Ly
Lo B

LR

-y

iqure 2. ?istributiaﬁ of MSCA Perceptual-Performance Index Pre-Test Scores

T S Y R R
- - L scae mpEX 301 |

.(Heavy lines dgﬂété;SpeciaT Needs; Diagnoals denbte'Ncﬂ—Speciai Neeés)

e




Figure 2a. Distribution of MSCA Perceptual-Performance Index Post-Test Scores
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Figure 3. Distribution of MSCA Quantitative Index Pre-Tesé Scores
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Figure 3a. Distribution of MSCA Quantitative Index Post-Test Scores
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APPENDIX 5. STAFF EVALUATION "
ELIOT-PEARSON CHILDKEN'S SCHOOL

TUFTS UNIVERSITY
CRITERLA FOR FEEDBACK

The purpose of this fotw Is to provide you with feedback so that yu will be sble to id-
entify areas of your work at Eliat—Péarscn that meet expectations, exceed expectations and'n§at
ate Ln need of developmeng. Yoy should ‘HZ‘IdE;StéDd that the overall evaluation generatfgd by this
form 13 not fimal or summative. Rather, it 18 intended tavassisz‘ycu in mai;;gin%zg your
strengths and éevelaping ey dreds éf; cémpetence.,' Hem;e’-,‘ tﬁis form r—épfgsents but c;ng éspgzt—.
of a p:aceéa of growth and development, Other aé:pecté include éevelapin_g a contract for working
on certain speci fled nreész &gr&éing; on a plan for support and assistance; and filliﬁg out
this fﬁrm"agaiﬁlat a later date.

" No one is expected 1o pefiry all aspects of this job fn 2 uniforn mamner. Each of us has
‘st rengths a’gd weaknesges. We are secking, in general, a-balam:@ 'se_-i::. of abilities. Above éll.
we walue growth and honest gaalﬁdi:gétgd effort. | |

We expect the scagés of the evaluation to be s follows:

Dé’cerﬁber; |. Feedback formg filled our by you as sélfﬂevaluatiﬂn, as vell ag by us.

2. Ina meeting we compare our responses and egtablish a contraer: con-
- térming what will be done by you, by us, and when,

January: ' : ;
Tebrugry: 3. Contract is implemented, -

Late .,! |

Februsry: & fotms sre £llled out once more, .

ronnh
o

5. . Conbract 18 anended or continyed. J

§

&



" Clayscwg Teachiag

__0f themselves,

Ability to keep children physically
vell, cared for, safe and in control

2.

Ability to apprecdate, enjoy, and

3.

Ability to respond to ind be suppor~
_tive of children's afferztive feeds.

b,
_ __for specific thildren

Ability to individualize instruction

.

ba,, Sensitivit;y to the needs of gpecs
4al needs chillren

ﬁh Thnu;btfulness about thea mEggrs'*
_tion of handitapped children,

4c. Abiliey to geng:ate and 5tace clear

{ngtructfonal objectives concer-
ning goclo-emotioml , cognitive
and mbtor developments

——

Attention to process as vell a3 pro-
dm:t in the classroom,

m—x"&gﬁhﬁ'

6; Abllitj to plan tu:riculun Ei’gaﬂ*
. if‘!llr ]

1.

'De‘mmstratinn of an inderstanding
of child developmnemt ami Lta rels-

__tiomhdp to classrom plamatng,

= Ty *dfmm

il ,'—-:.HEE'A' S CeEN e

= %@Mwmm‘_ ]

T




Area of
Strength |
)

Needs
0K | Develop-
| neat

. Ability to create 4 sultable physical

environment that ephances children's
development, |

Ability to create a supportive and
_flexible classroom routine,

__1dences,

Ability to conduct meaningful
and cohesive whole grcup exper-

1.

e e e 7§_.' o

Ability to anticipate and wanage
out-of-classroon responsibilities
related to parents, children and
gtudents,

B, Working with Parents

L.
___parent’s needs,

Abjlity to be supportive of

L

__their child -

la. Sensitivity to the dpecialized
needs of parents of handicap-
ped_children,

Ability to be constructive concar-
ning problem aress pertaining to

e e o i ik i

4.

- parent's jdeas and destress _

quently, openly and honestly

Willingness to be responsive to a

g 8

i




e .

Atea of Needs |
Strength [OK | Develop~ | Comments

s E B e i i e e e‘?',ﬁ—“ﬁ;’?"‘aﬂ:

t

S T S i i

5. Ability to demonstrate concern
) :33573EEE?E?§§1ﬂE_féffpirEntiggﬁ

U I e e S e e e e

6. Professionalism concerning a
fauily's privacy, ~

e N s e S e e ho e e e e e e e o S R e i

C. Working with Students and Assistant Teachers

I, Ability to establish neaning-
ful goals with students and
assdstants,

2. Commitment to preserving time | g , |
for individual and tean meetings,

2a, Abillty to be constructive, an-
alytical and reflective concer-
ning the student and assistant’s
experience.

2b. Ability to commnicate child

~ development principles and
1ssues in appropriate situa-

_ tlons,

"3, Avareness of necessity of modeling
exemplary teaching skills to students
and assistants, -~

b Willingness to wotk within a tean |
___concept,

5, Avareness of the necessity of
students' participation in class
_.tine and in classroom plaoning,

+

314



Areg of
Sttenkeh

0K

_mgpt

Needs
Develop-

Comments

ghﬁfwmﬁﬂwﬁﬁﬁw =

7% W) Ingness to comunicate reg-
nlaely vith supervigors and to
cogplete progfess teposts. on

[ Aludents,

R

The Propram g9 3 Whofe '
Pl A il

i, Apility to digplay productive and
cogperative lnterpersomal akills
vith other Children's School staff

___nevhers and with deparenent faculty.

7. Apglity to understand the school's
tationale for the way children are
tfeated, the oben education frame-
_rork and the_mainscfeamed Togran,

. o

3 WillingﬂEﬁs to purﬁué Effezti¥e and
apptopriate communication channels
#fithin the gchool and départmeut a8

'ﬁsWﬂHﬁmﬁtaﬁmﬂﬁamtﬂﬁﬁﬁ‘
A 'probles-holving ateltyde’,

. Opensiess to recefving and ime
parting feedback to or from
-~ othes-teathets, staff, special

needs personnel and admidia-
© tratorss " *

3. {1iingnesy- o raspond to the vespop
ﬁhbzlitLE§ entafled bf,;hefEEH prant,

Fr

Yy Hililngnesa to coe o meeringy, be
flesible gbout time within reason and

e P e e e ey

_Yefpond to Tequesty tram_autside pevple.

Q

*t




: _ 277.
APPENDIX 6. TRAINING MATERIALS

Project LI'IC
e ATATHING TN IHTEGRATED CLASSRNANNS
Eliot-Pearason Children's School
Tufts University

DISSEMINATION SERVICES
OF PROJECT LINC

-Projeect LIIC is desi*ned to provide training & %gﬁpnft serviceas
of SEVLfﬂ] kinds to Early Childhood educators in public school
systems, private preschool, ‘aycaré and llead Start pregrams. These
services are desined to meet the neceds of administrators, specialists
and_ classroom teachers workint in a mainstreamed setting..

Th: Elilot-Pearson Children’s School at Tufts University d4s the
* Demonstration Model, for Profecct LINC's dissemination services. Eliof-
" Pearson Children's School is a private nreichool anhd kindercarten
that integrates children with a wide variety of rmild and moderate
handicapring conditions into open clasgtﬁahsi

PrajEct LINC's Diaseminatinn ‘Services are designed to mect the
needs of individual audiences, For example, a dissemination site
may request assistance in devglnninr the mainstreaming skills of
reuular classroom. teachers who are not working in open classroom
sattings. It is the philosophical and operational disposition of
the project that mainstreaming may take place in a wide variety
of classroom stricturés, It {s thus possible to provide services
around the issue of mainstreanine without alterings the intemrity-
of A site's cducational philosophy.

In"a similar fashion, TProject LINC may be requested to provide
assistance. in working with parents and in developinp parent support’
systems. (/hile there are commonalities among pood. parent programs,
there, are also inlividual differences in policy from one site to
another.  Project LINC's training and support «fforts are tailorad
to 1adividual policy.

Traininr anA suwpart services currently svailable from Prolect
LTIC include-




I, Hgﬂﬁnstrﬂtinn Services

The [Lliot-Pearson Children's School is designed to permit
dlrect ohservation of classrooms. A visit to the demonstration
model includes observation in classrooms and discussion of elenments
of the program. In additfon visitors may view and discuss a slide
tape cntitled "Teachers Talk About Hainstreaming'

These DNemonstration Services are appropriate for administrators,
specialists and teachers., A vigit to Ellot-Pearson is pafgiculgfiv
helpful for those sites either planning to develop 4 4 mainatreamed
propram of their own or anticipating requesting assistance in one
or more areas of an existing proaran. :

T1I. Consultat tion Services v . -

Project staff are able to provide consultacion to admini%L

_trators -and/or staff of nublic schools, nrivate preqchaalq, dayenare,
and llead Start proprams. Consultations are understood to differ
from workshops in that the consulting audience already, has consider-
ahle knowled~e and experience with the topic to be covered. Tor
examnle a well develoned Parent Program may warrant assigtanece

in one dre ] Consultation by Project LIIC to the Parent Prorram
Coordinator mi; ht be approprionte in this instance

[1T. UVorkshop fervices

" Project LLEC is. equipped to provide worlshops on » wi‘e ranag
of topics. Jghvndinn on the subject matter workshons may b aporo
printe for adiministrators specialists  teachers or all three.

roOu;

Yorkshop .topics may include issues in mainstreamineg alanting
aaterials for the intenrated classroom  skills in individualization
Agsesmaont ete

informal

vorkshop pervices are [requently most appropriate for sitas
whone mainstreaninn efforts are already underway.

%

O ’ .
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IV Longterm Trainine, =nd Support Services

-

Projact LIIIC s most connrehenaive [dissemination nervice in
ane yoar avatematic training and.support covsittment Lon  ters

Services inclutes A swontha of trainine and 4 months of suppore
to a site Involvel peesonnel may inclule classroon teachers

of nre school or kinlersarten aved children or the rroun may in-
clu'e alministrators an! apecialiats from the sito

“Phe 6 months of tralnin @ fecuses on pertinent issucs far
tha teacher or shiindistrator invelved 4in Jevelopins or.runmnin-
a mainstreamed procram  The procelurea vary sli~htly for reach:rs
anl a'ministrators

. Iuicer Trainin;
1. Teacher. tfnLniu anﬂil conalots of written
materials of tvo kin Is
A issues in sainstroamine individualization
' aregeriptive toachine techndques
informal asscssment nroce lures
ranellation vith attention to {iwl{vidual stremghs

7] a%ills to lLuild on
lanrua-e an! apeech levelopment
nffectdive 'rvolopment .
affective cufritulum levelomaont
2 Copsultation \
: Consultations by Prnject LI'IC ddssemination persomnel
take nlace on ~ rosular basis in the teacher tralnee's
classroom  ‘poroxdmately 15 hours of indiviilual eon—
"tact for cach teacher is provide! over 2 & month mwried
Consultations have the followvin purposes
A proviling demonstration for skills and Tamile lme
acquired throush the teacher trainlne manual anl work
ahona '
I Pravidine inlivilunl assistance in :lealin~ with”
fasues In melnatreamin: within the context f the teacher s
awvn clagsroor : ‘
¢. Provitine the opsortunity for process cvaluntion
of the traininc Al as it ig unfollin:.

%



iébAﬁﬂfFﬂ;ﬁY worlshops are hald over a six sonth
nerin/dl.  The workshops are Jdesisned to eorrespond
with the nmaterial covered In tHe Teacher Tralning
Manual and the work Jonc in the on-site consultarions,

The worleshong address themselves in -letafl to areas
of concern for tuachers of mainstremac! classraors,
Each vorkshop provilas hnowledre, A demonstiation
of skills, aroup nractice of skills related e the
tonic and an” action component ta he unlertaken by
the torcher in her own elassroom.  The actdiviry 1. then
, discusséd durdn; consultation visilts.

r .

B. Administrators TrainLEL
Project LIJC is able tc nrovi'c two kinls of servico: ta
ailministrators: +

1. Aduinistrator's Trainin” 17_“Tannal -

Consists of yritten materd (s dggi et to Attt v bin -
istrators who hnve nﬂinstrcameﬂ -classroons under thelr
jurisdiction. f the lsgucs considerad inchula
a. providineg staff for a mailnstrenmecidl classroom
b, developin~ and Inlementine pafant mrorrans
c¢. staff trainin: and support .

. inservice mad;]s for mainstreamerl gronrams.

In some cases a ;itﬁ may Jetermine that assistance
with administrative and specialist roles and Jdutics

is Jdesired. Projeet LINC would be ahble to provide. one
or more seminars focusine on o particular Issuc s it
rblntﬁq to the specific problems encountere | by n
Hvifhml site.

2. Administr

& Month support services hﬂ@e as their purposce adiicionn]
1:qiﬁtﬂﬂce to sites that arc dévuluninf an internal netwvoark of
sunport for ongoing mainstream offorts.

Sunport activities vary from site to site. They mav 1nclule
assistance to former traidees in thelr cfforts as trainers of
. other members of the staff. TIn another site support nav involve

O

ERIC AR -*
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the proviston of seriedic 2 !'wisory ani consultat fon
to personnel who have completed the training procran,
Project LIMC 1s funded Ly the Pureau of FBducation for the
hanidticapped (M) - sartietpatine achools are under no financial
ahlisation for thesce services. ' :

For further {onformition Samucel . Medgels, 1100,
Profecet Dircetor

Lanc W, CGunnoe
Dissemlnation Conrdinator
617/628 5000 X274

O
¢ MW
-

0 S “ .
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Prgjact LINC
Learnine.in Intecrated Classenoms
Tufts University

PANENT AND FAMILY PARTICIPATION PROGRLN

Cliot-Pearsen Children's Schnnl
1977-78

Qﬁtfadu2t1gn‘

i

The h1stery of early intervention procrams has demcnstriteﬁ that

classrosm intervention is not SufficiPnt for Siﬂﬁiffcint 1ﬁnﬂyPFﬂ ¢ hanne

21n £h11dreﬂ (7 rqnfﬁnrrpnﬁgr 1974},  Children recelvinn follow> guryines

thvauﬁh iafrv over 1rgﬁr?mminﬁ in thc home and Faniiv support show lorapr
term cafn than those who ﬁ@ not receive such hcme hased servicgs:

Far early chii*hcﬁd pronrams attemptinn to ﬂrgvide experientes
that wi1) assist the “develapine child over a lona period of tife 2
critical nrnirSmm%nﬁ element ig thus parent/family particination and
supnort. |

Parent inua]égméﬁt strateries are an imﬂafﬁaﬂt asaéct of the Elint-
Pearson Chi?dren 5 School demonstration nainstreaminn prooram, Parents

n¥ nanh1n 1canped as well as handicappred children in the SEHFQ1 may avai?

zthEWSETVES of a vaffety of services.

In the caséyqf narents of special needs children a number Of ren-
eral orinciples auide ﬁhé scﬁacﬁ;g actions (see Jordon et, al.. 1975)°
1. An effart 1s ﬁade to iﬁVDIQE parents as much as possidle
tn thelr child's ﬁranrami from eya?uaticﬂ throuoh classroom
rrocedures, . _ |

2. Avfgaiistiﬁ manacement pianlié made part of the child's
initiai,désessmEnt'énd is then. implemented with the heln of

the teacher and Special Needs Cnﬁrdinatar.

g ; ’ 3') T

Y . .
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1o Byronts are fnfarmed of gnefy) C?F#w:*%v rocegrape and Tooal
=arent arcanizatfons,
Schnal rerorts are weltttan in clear, jaracn-froe Yantuy v,
these recorts are sharet with rarents durtne confererces .

€. 1t s mro clear to ;afintz that no Macnosfs is ffﬁé! 3y
anchanodn=: Aaonoses 2 lakels are useful enly to the

extent that-thzvf?éﬁiiftatE teachine and reretiatinn.,  They
; 3 )
-1

AN
~are subject to alteration as more s learned about the chiid,

. Parents are ofven assistance 1n th1§¥fﬁ“ of 1ife with thefr
child as 3n annotno, ﬂrﬁb}em~sniviﬁﬁ nrocess -« as {5 the casw
with non-disabled children, |

7. Parents are helned to recoonize thefr child's abitities and

assets. as well as their child's fisabilities and Jeficiencies.

‘'hat 1 child can do 15 as fmnortant - as what he cennot o,

Ei}E?§,§Ef¥fC?S,@f,EﬁE,Q?WQﬁEEfiEiQEwiiﬁlﬁgé
VTQ Home Visits. Inftial home visits are made by the saecial J
needs resource teacher and the classroom teacher either
Aurinn thﬂ summer ﬁrfﬁf té schood éﬁtf? or at the herinninn of
the school véaé! The zarents Snﬂ child haVﬁ'aTreaﬁy boen to
the school anéjhéve met the classraom teacher ant the special
needs resource teachers. A visit lasts anprekimately oné to
one and 3 half hours. This f5.a time for beccmino acquainted.

askino and answerino auestions and sharinc neneral {nfarmstion.

' ngiyiﬁuat Conferences. ~Individual conferences occur at least
twice durine the schacl year at minfmum. althouch conferencas

Ea

O ¥ . . V ‘ d R
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Aruitoxt provided by Eic:

ey

take =lyre an nffen ae meedpe . Topfapnps s e Rab? o afew

the rlaggroars foachier and the 300011 Aerfs posoaro fous Soyp

memptimag Sien Ty ant oomptimag fompthor

forence 1o usuatly Tad by the clagsreed lieacher, Thio an

the vear conferpnce fnclades both the teschar asd the covcdal

ads rosonree toacher,  Nany famtlies renovef asvaril o

fervnces urine the course of the yoar,

Informal Teacher Contacts. The st continuogy relittonghin

SN

with rapronte do fastersd by the chile i%&ﬁhFﬁA. "
coentacts hatween teachors ahd TArENLS take ﬁ%étf, Short {hnsts
necur when parents dran of foor ofek un childrsn,  Thegs pogn-
tacts serve tn aucment the teacker's infg;m$i§§g nn the philaty
history and adfusonent Zﬂféﬁhﬁﬁzi’ghéfﬂ Ehe ﬁiiiggg PEANPTOY

with the naronts, -fan rutya) coals for the chifs " Frequent

Cnhone ¢31ls from the classeosm teacher ant soecisl nepts res

saurce tedchers desline with rortioglsr fosues, or fost oheckiae
in to find out biw . rinng are cadne 15 anolher source of cons
taict. Tolioohone calls oceur »nce or Wige & oanth with »aek

family,

kv

enino ¢l

£ack teacher avrances Lwo Or threr eventar room mestions fo

Aiscuss the classroom gronram.  These meetines are froguently

devoted to a specific topie; Films and miest srpakers ard ysed

At least once tn each ~roun.  Parents are also favitsd Lo soeve

%

as assistants in the classroom. “ost parents soen® at Jeast

L]

L B
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o~

- two class sessions per year “ngfentaheiﬁ{ﬁﬁ", Qur observation
hcaﬁhs are open to parents four out of every five days. ﬁanv

“rarents take édvantane of the oprortunity to observe thefr
:hWTdren,l ) ﬁ

5. Cnprﬂiﬂgiién7qf45ujgl§mentaty Services. Any atditional

- © services needed for the specfal needs children and not nro-
vided directly by the School are arranced by the snecial needs

rescurce taachers, §Ervfces.iﬂc7ude‘5ﬁeééh! near@?cf1c3¥ and

J

hsvchgiaﬁic31 eva]uatinns and maintenance af onﬁninﬂ communi -

X

cation with Gutside theranists or aﬂensies workinnm with the
child and the Fam11v Fami]ie§ are;alsa accompanfe- hy the

classroom tea:her;grvthe special needs rescurce teacher to
A )
evaluations vhen approjriate. ,

6. Home Tutarinn The Home Tutorino Proavam s 4es1ﬁned té njve

sugp1ementary _sypnort services to 1nd1vfdua] chf]éren 1n the”

. —"Brooram and to theirlFam111es Selectd on of ﬁawtfculard
childrenrfcr Home Tutcrino is made jolintly by the cTassrcomi
: teacher and one or both specfal ﬂeéés reseurce teachersi
o treekly visits are made by suanrv1sed Home Tutors ihﬁ develop
remedial activities: far use fn the home.. visit with anf support
i garents an? Drgvide activities Farfthe paments to use at hcme
with:thefrichiTﬂ. Home Tutﬂws-makeyweek1y éranréss renorts ¢

. and are supervised by the spec¥al needs resource teachers .

1. ;by;,Q§ESchgq1,Ela;emeﬁt_ For ehfldren leavina Eliot-Pearson.

-the special needs resource teachers oursue a??‘aﬁpr@nriate

3

\.1 . ) 'V ity %

=
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educatinmal ootions for the chtld. The SEarﬂh-benins within

'tha city or tﬂwﬁ in which the family resides. Vis jts are

/

arranced for the special needs resource tE1chE' and the parents

to see the classrnam(s) that the town is suanes ino for n1a:e—
ment.  If the placement 15 appropriate. the classroom and teacher
are Qrﬁttgn intgﬁthe child's educational plan. Out of district
p]aceménfs arc also viewed if the town does not have the ~rnra-
priate services é? {f the parent is interested in pursu{ﬂﬁ a
prﬁvate ﬂiagement_ | |
EQEEEE;ELQEQEJ There are three ivpes of discu;sion arours
aﬁaiiablé at the Ghi?drEﬂ‘s School
a, Guided ﬁéservaticn Grouns.
tuides nbéervatiaﬁ aroups occur twice a year and are
| iej by the Aﬁsﬂ;!éte Diréctor of the school. Parents of
each of the school's five aroups are 1nvite§*tc observe their
chiid 5 ¢lassroom on a particular day. Fc11cwihﬂ an hour's
observation. the oroun meets with the Assoclate D{rector to
discuss the observatfon. Tepiﬁs that arise include tbe
school's ohilosophy and curriculum, child ~ child inter-
“actions. teacher behavior. thE:?atfﬂﬂﬁ1e_€QF the intenrated .
procram and tonics re alated to cﬁiid rearinn. ,
bi Suport Group for Parants of SpeciaI Needs Children.
The suphort aroup for parents of special needs children
meets b4-weekly under the nuiéaﬂce of the school's two special
needs rasource teachers. This ﬁé@gpvis the only ‘parent ﬁréuﬂ

'.fx P

. . ‘ 3.': .‘ + ‘,ﬂ
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in ther school that 4s restricted tn far)nfl'll-‘%gs of specfal needs
children, Thé purpose of this’ ét—gur;: is to create a non-
threateninn environment n which parents can express ané ex-
plore their feelines ahgut being parents nF‘handigapp‘ed
children. Yssues are apnrcfa.:hed in a supportive manper and
the oroup Terders take extreme care that aﬂ Tr'ideiduaTS
p;r'ti‘cisatim in the oroup Fee{ iistened to anfj Pégﬁécf?ﬂe
A’I.thou?h "probl em-salvina" in orientation. the mryn never-

' theless fulFills a therapeutic function as welt The ri}rc;;uh's

purnose . schedule and f!nrmat 15' discusser i-;ith gach of the
fém11ies duwines hame visits. Nne parent ﬁ-—am-eéch family is
réquired to narticipate fhrﬂughﬂut_j_the year. |

.The meetiﬁvs are schedul ed for alternate veeks and meet

1 hours in the evenino, frhg'session_benins with an ammv» s
that a«:ﬁmaiﬁté ﬂ}e{partigimntg w*lt;hi eac'h other. or helps focus
on the feel §10s of the monent. As activities.are discussed,

concerns fron nrevinys %eel:;s’_ current r;r-aﬂ ems andd théuﬁhts
are expressed a;‘nd the ses510n respghéé t:d t!,ﬁhesé éﬁf! nther torics. -

Issues discussed fnclude:  School T-ésueé such as discinpline,
carpool ¥nn rroblems, toilet traynina, scapenod tingi experience,

~and arowth seen in the children. Home-related fssues 1n§1&de |
thé"effs’cts of having. a special needs éhﬁd on the marrfiaée.
the n_eeafgu— hooe, nenatfve feelinos towards the child. Feel%nﬂﬁi
_af' 1§olratinn_. dif%i'c_u’l ty definino Future éxpectatiqﬂs, re- .

| actions of atﬁers (?amﬂf; iFriends. .stfanﬁers)v ‘to one's child -"

and issues held in common with all families.

Y




¢c. Topic- Griénted Classroom Grouns,

i
i The tnpic-griented c1assragm gpoups or didactic hr@upg
: l

‘are apen t@ Ehe parents in a particular classroom ann take
place azpraxwmate]v three timés per vear The WfﬁUﬂs are

mainstreamed and led by schoal staff memhers with nﬁgasinna1

7
,,«’

“ﬁuest“ ﬁarticiﬁatien ExamaIes of issues dpa1t w1th in these

i

/: J.
eveninﬁ sessiaﬂs are ‘
! l

-/ a. thﬂ transitiﬁn frem Ehree to folr yosr 01 * A%vTﬂ?f
. nlans for future schoa11nn- |
c. carry-over of the, school prooram to the hom2 .
ﬂilwwcrkshan oh makinﬂ tavs with vaurachi19ren.
e. Séﬁa?atiﬂn and-ch11direar1n5 issues. f
Frequently, ﬂ1}¢u551§n5'abcut méinstreaming 155u%5“take nlace
in these meetinos. The school staff has. come tcgﬁrefer this
format over the larce all-school meetinn f@rmatxhecaUSF nf
the oreater intimacy and sense of cammitmgnt-ﬁfﬁered by the
nroua of parents from the same classroom.

Aﬁyisqgg'ﬂggngil. A1l members of the Advisory Cnunzil area_

parents in the Children's School. The §E1ecticn DF ‘this ﬂrouﬂ
of individuals, rather than a Cnungil chosen 1arﬁe1v Fram out-

side of the schaoi pcpu?atian is de11berate The Praject '

- Director and other school staff and Department memhers have

sufficient contacts with the educatianaT and thérapeutig com-

munities so that easy access to resdurces can be made. The

| Advisary Founci1. on the ather hand. s 1n an exaei1ent ﬁgsitian

Ay
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to advise the Project Director énd.keep the school poputation
informed and actively involved fn project actiyitfes and

" “objectives suchias_éeve1opinq a é]fdé?tapg_Far parents entitled:
"Parents Talk About Mainstreamina ‘" developfna a resource Tibrery
for. parents in the Children's School; formine smaiI_a%ﬁinit? »
aroups (no iargér than ten) tn;meét vith éther ﬁafents in the
Chi1dren's School to ex§1ain*thé objectives of maiﬁstreaminnil
and'iniiting public schooil sseciai_educaticn admiﬂistréters to
Advisory Council meetinos in order to trv.ta influence policy

in local education authorities.

10.  Parents Orcanization. There 1s a Parents Orcanization which

oraanizes activ1t1es for parents These acﬁivities inciude‘A":
fund raxiina educatien meetings and staffsparent social

: activities\ This year the school has provided a number of

© ongoing. discpssiun oroups for parents both of handicapmed and

of non- hand1capped chderen

Bronfenbrenner, U.. Is Farly Intervention Effective? Washinaton, D.C.:
Office of Human Development. 1974. "DHEL Publication No. (PHD) 74-25.

Gorham, K.. Des Jardins, C., Pace. R., Pettis. E.. Scheiber, R. "The
. effect on parents of the label1inc of their chfidren_" in Hobbs,.
Nicholas (ed.), Issues in the Ciassifiﬂatign of Children. Volume
Two. San Francistn } Jassey Bass 1975,

For Further infarmatign. contact:

ﬂs Lane Y. Gunnoe -
Discemination Coordinator
Project LINC
.Learning in Inteorated Classrooms
Eliot-Pearson Children's School
Tufts University - '
. Mcatord. Massachusetts 02155 .
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PROSELT LIVE CONSULTATION EVALUKTION FORY '

e e i e - - S —

DifEEEiDﬁE Une copy of this -fory 5hﬁﬂld be EilLed {n by the. teacher and one by the Educatiﬂnal Cansultant, '
E@lléuing each tople dred tonsul tation meeting The form 1s keyed to focus on areas in the
contultation veeting, In order to conplete the form ue meeting specific objectives (listed
at the begdnning of each ﬁcnsuliing neeting in the left hand column) to evaluate pragreas/ Fill

e L e, L
Regpondent némg:' ‘ . Bdutational Congultant : K Teacher
| Téﬁic‘ﬂfga fmd title c o | - . - o g
Heet)ng # e e - ‘Téday's date ; Length of ueetin;
BN AN AN A A AR S S
Hegthng  pojective (Check - Lint dsgues do' Indues to be |Focus area not|Value of the | .  Comments
focug areas pf the peer~|objectiveg gach focus left |putaued, List represented in|Aaterial and
~ lng focus  [which vere puregolved by whom, when this meeting |work in this
ifed et | how S focug, Include
_ T o b - o camments__; ) _ _
B e i e e i e S . e ———
. | | very
L Revigy | | valvable
vhén! * : sonevhat
by whom! . ﬂat eIy
| s e e B oy vEry o E
1, anﬂultgnt | .| valuable |
P s : : ) St :
o the vhen! - somewhat_ &
‘ clasgragm by whom: o |eotvery__ :
ST ST SN ey e ?t at all L .
3, Teachys valusble__ :
g R 1 AR : when! |  |somevhar |
fant . s | . o {by whomt | mot very . L
tagechsr N | T POV 1. . A B ﬂat at all e
ho Nexe . | | | \ Valua‘bleﬁ c N
5teg C | when: : - |sonewhat .| -t
o o o ~ by vhom:  |oot very.- f
‘” | how: = - |not-at all__ R
i
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E;iﬂ;;sFearﬁgn Children’s School
Under the direction of Eliot-Pearson
Department of Child Study

PROJECT LINC OUTREACH
S -
Learning In Integrated Classrooms

_ ABSTRACT

LINC OUTREACH 1s a training program'desig%ed to ﬁave a major iapact
on the lives of ﬁi]diy énd-ﬁgderateiy handiravped Eh%]déen; three 1o six
years old, for whom thé TEésﬁ %estri;tﬁve alternative is the reguiar
<lassroom. o | | _ /
| In 1975-76, the Eliot-Pearson Children's School was selected by the )

Rursau of Educafion for the Héﬁditapped as a model preschool project un- ’
© der the-Handiﬁappéé'Chiidren's Early Education Program. From 19?5-?8!'
‘Praject LINC developed.and refined teaching straﬁegies, skille and sup-
ippﬁt systems for c]aSsroﬁm teachers, and prégéaﬁs fa?_ﬁareﬁts cf chi1ﬁten
integfatéd:inté mainstreamed classrooms. The project diéSEhinated,ﬁode?
components: through short and 1ah§term'trainiﬁg‘experiences to avvariety
of early chf]dhaad peﬁébnne].l;LiNC OUTREATH 1s an.egteﬁsioniand elahor-
ation of these demonstration and d1sseminationVaétiviﬁiesl I s based
cﬁ the experieﬁce and knew1edge accunuiaﬁed during that per%ad; anﬂ-it
is designed tg be respcnéive to the sites the project wili'cgiiabgraté

with during the next three years.

. Medford, Massachusetts 02155 - ‘ .
Q " 617 628-5000 : o 3 0.
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A]thaughfmainséreamiﬁg now :a%ries the agthérity of Federal law,
few mainstreamed ear1y childhood programs are now in existenée. Train-
.ing and'inéservize'apportunities wi]1'assist"in correcting this imbalanie
tween ﬁcjigy and ‘sevvice &aﬁabilities.

. Through in-service training.aﬂd technical assistence.tc State -
£ducation futhorities (SEA);rgDca1 Educatiga Agencies (LEA) and Head
Start Procrams, LiNC OUTREACH seeks té increase the number of recular
classrooms that'caﬁ ;uccéssFu113 fﬂtegraté mildly to maderateiy:hanéis
capned chi1dren Ta achieve méxihum effocliveness, the pf@ject wi11-‘
ahtempt to facilitate CTQse cooperation 1nd cﬁnrdinatian between thw
© SEA, LEAs and other public and pr1vate service providers.
LLNC DUTREACH has fﬂur major ebject1ves
1. To increase and fmprove aparcnriate e:ucat*ona1 appgr=
'7 tunities fgr young m11d1; and mcderate1y handicapped
children and their familfcs. |
2. To in2r9gse generaI auareness canéerning The need fcr
early intervention and the potential bercviis DF main-
v | streamed programs 1mpleﬂented 1n a raticﬁal and reshon-
sibie Fash1onﬁ !
'aﬁ,ij. To provide training_tc.ear1y ﬁhiidhgéd teéchers and tc
potential tratners of carly childhood teachers concern-
ing'the Skiiﬁs and knowledce reﬁuiredrta implement a
success ful mainstreamcf clas arnnm prnﬁtam _ ' '}!-
4. To assist 1n the develorment of inter-agency cooperation’
- 50 that an effective, coordinated contiﬁuum of SEFVi;@S
to jaung handicapped chi!ﬁrcn and thﬂir Faﬁi 1es becomen

area‘ht_v o : 39a
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LINC OUTREACH focuses omassistance to the classroon teacher éﬂgaged
in?%ﬁplemeﬁting an*inteqréfed, ,;VéTGpméﬂta]1y-9fiEﬂtEd ¢lassroom prYogram,
ﬁb 1nca11y bésed trainers éf early chdehoad“édusatcré. anérta-adﬁinistrﬂ;
iy uf prggrans with mainstreamed s'mpanents. Ffve 1nter?ef%ted training
ﬁrﬂﬁedures are used: _ | ]

1. Uritten ﬁaterials, including a deta51éd training manual; o
2. Regular {n-class Eansuitaticﬁ for participatfng_teé:héﬁs
provided by site-based,, Project trained'edﬁﬁationai consul-
tants; | _ ‘
3. Monthly half-day wurkshups c:ﬁndt;;tt_ed'l:;_y Project LINCStaFF :
- Develupment. Specialists for participating teachers ;
4. Monthly consultation sgminars cenducted-by Préje;t_LINc
Staff Develapméﬂt Sﬁec%alists fgr Sftésbased{eduzatiana1
| bvc0n5u1tants; and, 7 o ‘
'_ ) ég-lﬂanthiy local ‘school meetings fgcuéiﬁﬁ on igsues-relate§ to
| mainstreaming of éoﬂserﬁ iomfeachers.v;onsuitantsg admiﬁis?
_tratnrs and/or parents. . )

LINC DUTREACH praposes to establish productive 11nkages amonq a ﬂuﬂhe“

" of aroups thatxhave traditionally remad ned sepa?ate and 15§1ated from each
other. Tﬁe comﬁgn theme of th15“eoardina fonh is the déveIoﬁmEﬁt of additioﬂé?

_’:ervices to young disabled children 1n mainstreamed educatianal set+1ﬂgs |
Estab115h1ng posftive working relatignships and successful- praﬁrams vill be

- a task of immense promise, and one ue1] warth the chal1enge.




T o Partill ] o
All grantees with a Demonstration/Service function or activity, capped programs with a i“r?‘}rr\‘h.‘vs-'lr'h-‘i"?'njr; Tjr;u‘im:; actvity
except for 13,444 granices who are sulely supported for “out- are 1o complete Tuble [ Al arantees mitder 3343 exoept
reach’™ activities, are to complete Tables 1A, B, and IC. those who are supported solely Joronadh T achivines, are
All grantees under 13,451, as 'well as those under . other hundi- to comnplete Tables 1A and THB.

_ Table 1A - Demonstration/Service Activities Date -
s ' : Children _ B -
Enter actual performance data for this report peniod into the ‘the number of multihandicapped in hne 12, Data Tor hnes |
appropniate boxes. Use age as of the time of the original dp- through |1 are for those directly served: 1.e.. services 10 thase
_plication, or the continuation appheation, whichever is later. enrolled or receiving major services. and not thuse merely
On lines above line 11, count multthandicapped mdiﬂ@al& screened, referred or given niimmal or occasionyl serviees.
only unce. by primary handicapping condition, and idicate . . '
- S ) ' Numbeér of Hurwhcapped Served by Age

; Type -fj!‘f'Haf’"’!'iEﬂD : Agéé Ages Ags Ages 1 Aqes FoAce 18
' © 02 35 ;69 1 1012 o 1316 Laen vy

e —— e JRUR— F S ,as,s;z—x-:r 2k i amas wl = = o= =S

1. Tfainable Menwlly Retarded " !

2. Educable Mentally Retarded

3. Specific Learning Disabilities” ‘ ‘ 1

- S S - S

4. Deat Blind

65, Deat/Hard of Hearing : : : cb i L :
S, o S S S S -,_J——_——F_K-EE_‘LE_;E‘W_—?%— U R S

6. Viwuhy Handicapped

7. Seniputty Emotionally Disterbad 3
N [ N = 2 S S S
- ~ - = - e iRt e - . - - - :

8 Speech Impaired - h 1

9. Omer Healih Impaired
I AT DU TN EE miemn g ime mn
10. Orthopedically Impaved ) ’ - 3
11. Tetal ) 13
12, Mulubandicanped o ’ ! l i
If thg daty iy ‘the above table differ by wore than 10 percent from the dafa originally presented Vitad appiosad Applatien,
plense explaiy the difference. ‘ B
e i e - . S T T i - S o e — Nt P S e St 3 il Sl AR, S k¥ - Iy .
; P
i
- i

Aruitoxt provided by Eic:
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"o .+~ Project StafT Providing Services to Recipients in Table 1A 2%.
' oo Numbee T
* Typa of Sff . o ] C Pamure o
. = "!7 - e ..
Full-time {83 Folctime Eqiivalonts)

Profewsidnal Pasonead - _
| __lexcluding isschers) S S SR B

Pacaprofesional (stidents) ) I S
| : . Table IC | |
!i' |pphc-1bls S:m::ez to Tlmse Handmapped Not !nc:luded in Tabh Ia NA

S = e e e o § e e i e

Ssirvi@ ’ N,u,mber of -‘Handicapped

Dli'gﬂusng and Evaluame

: Fgund 1 Need Sﬂgﬁaé Hglp

e e e T e e e o - — —— S = - -
A - = R S S,

Cflther Resu:au rca &s;:stance

Table I
Preservic ellnser\ﬂﬁe .rammg Data

—— == - s = e et e, R s e e =

! ' Number of Number &1 Students Puce.wd
i
1

Handicapped Arca of -

lPEfSﬂﬂS Received FI’ES"‘EHQE Tfﬂlfll'}g by DEQI’LE Souaht
Primary Concentration

- —— B

Inservice Training AA BA MA FosrMa

= e e e

_ Multihandicagiped

Adminislratiaﬁ

Early Chﬂdhand - T : Cogpe ’ 19 A 26

- — - - S S L A i S e — — e i
: - R L4

" T‘ramable Mentally Retarded |

Rt —— s e = == SR SN - =

Educable Mentally Retarded

Speclfu; Learnmg Dlsablll’llﬂ ' : T . 1 '

- - - —— Pt . _ . o R
R Silaas S = === - - e e e e e

- T T T
Deaf/Hard of Hearing !

A Visually i;-iandifériipei’

—— = - - e S I S I

SEHBUSW Eth!ana”V Dnsturbeij

) Speech lmpénrpd

Drlhcpr-dn:ally and Dther Heanh Impaired
TOTAL - _ Rk R 39| 26 ‘

1' lata in Table II ahﬁvc dnfcr by more ihﬁn IQ penfe‘ﬂ fmm um,se i your apprg\'cd ay ,ﬂlulmr thm

i " _
S FORM 071,076 * Do€s MOt include persons “recelt¥ing. aasareness/demnstrati n
Bersons enQQQEd in ’Iﬂng‘tem train‘lng ' 0 services, or

T 335
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) TableNIA 296.
. Fh:en;éu of Children Participating in '
Earfy Childhood ngﬁm Dunng ngmtmg Period
R lndu:al: :hg placement of children who left your project duning the yeae cavtn}d by this f-':pclﬂ pum{l

NQ:E C‘aunr each child on!y once tz;s pnmﬂﬂ' rype af piaczmsaf bgfaw

NUMEEH DF ZH!LDHEN : _

integrated placement (if knawn) prior 1o this

¥

TEPOET POTIOU e S

ment

lative rumber in integrated place:

¢ TYPE OF FLACEMEHT -
. :m_; - TIME FART ~ TIME
Nurgry ich;:;ali
Day-card programs ’\;&;\ '
Head Suft
INTEGRATED PLACEMENT fie, in reg- | Pre-xindergarien |
ular programs with children who are NOT - : S
handicapped) Kindergarien’ g 3
Firar - 17 !Ei
Primary gradas Sscond -
Other
_ Pra-kindergarien
Kingdergart
SFECIAL EDUCATIQN PLACEMENT nderawrten — .
i, f., in classes bnly for handlf:apgéd First .
‘children but sitvated in\regular privateé or . o 3 3
public schooll Primary grades Second . ‘1 )
\ . ’ P . i
Dlﬁﬁr
Ss:hgduled to remsin in Eil;'f Chélﬂhgﬁd )
. Ffagrgm in zmﬁlﬁq veat B
INSTITUTIONAL PLACEMENT - Ouher fspecity)
Tabie 1B
S — TR - . 77 pemé&f
Cumulative number of children entered into - Estimated retantion rate of cumu:
unknown

O
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